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ABSTRACT 
FRAMEWORK FOR EDUCATIONAL REFORM IN GUINEA-BISSAU: 
THE CHOICE OF LANGUAGE OF INSTRUCTION 
MAY, 1990 
JULIETA MENDES BARBOSA, B. A., BOSTON UNIVERSITY 
M.ED., UNIVERSITY OF MASSACHUSETTS 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Arthur W. Eve 
The purpose of this study is to identify some crucial 
issues encroaching upon the efficiency and relevance of 
Guinea-Bissau's educational system, as the basis for 
analyzing the various categories of problems associated with 
educational reform. 
The study has attempted to answer the following 
questions: 
* What approaches have dominated educational reform 
in Africa? 
* What political, social, economic and educational 
factors are behind Guinea-Bissau's educational 
problems? 
* What are the alternative ways and means, including 
language policies, that would help Guinea-Bissau 
break with neo-colonialism and intellectual 
dependency? 
The study was divided into five complementary areas: 
The first area presented an overview of Africa's 
educational problems. It is assumed that the present 
vi 
educational system in most African countries is alienating 
its students. It also explored how the foundations of 
African education were primarily designed to perpetuate 
Africa's dependency. 
The next area of emphasis examined traditional 
education in pre-colonial Africa, including the philosophy, 
the systems, the curriculum and methodologies of teaching 
and learning. It also examined African educational 
development during independence. Educational policies were 
seen as primarily determined by the imperatives of resource 
constraints, manpower needs, and by pressures from both 
national and international interest groups. 
The third area explored the special educational 
problems and requirements of Guinea-Bissau's educational 
system. Guinea-Bissau's educational problems were seen as 
determined by lack of financial resources for the expansion 
of the school system. Other categories of problems were the 
result of planning and coordination inefficiencies and lack 
of the necessary indigenous skills to redirect the 
development of its educational system after independence. 
It is assumed that none of the borrowed educational 
traditions, be it Portugese, French or English, are adequate 
to the solution of Guinea-Bissau's problems. 
The fourth section of the study presents an 
interdisciplinary framework to the analysis of issues 
vii 
considered essential in designing an autochthonous 
educational system for Guinea-Bissau. 
The last area of emphasis explored alternative 
techniques and methods which could accelerate educational 
development in Guinea-Bissau. The results of a research 
study on the relevance and efficiency of Guinea-Bissau 
primary education suggests that the structures and values of 
both the modern and the traditional African society, as well 
as the formal, non-formal and informal learning systems 
would have to be incorporated. 
The proposed reforms recognize the existence of degrees 
of interdependence between traditional and modern values. 
It is a proposition that sees latitude for compromise and 
synthesis rather than substitution and adoption. An 
educational system that is designed with this in mind might 
be able to cater to the particular learning needs and 
circumstances of Guinea-Bissau. 
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GLOSSARY 
IndigenQus Language: Language of the original inhabitants 
(UNESCO, 1953). 
Lingua Franca: A language used by people of different 
language backgrounds as a means of communication 
(UNESCO, 1953). 
Mother Tongue: First language acquired as a child. (UNESCO 
1953). 
National Language: One which serves as a political, social, 
and/or cultural entity. (UNESCO, 1953). 
Official Language: A language which is used by the 
government (In many cases, by non-linguistic variables) 
(Eastman, 1983) . 
Pidgin: A language formulated by a mixture of languages 
used by people of various backgrounds. (Eastman, 1983). 
Second Language: A language acquired in addition to one's 
mother tongue. (Eastman, 1983). 
Vernacular: A language that is the first language of one 
group which is dominated by some other group (Eastman, 
1983). 
xiv 
CHAPTER I 
INTRODUCTION 
Since the Independence era of the 1960's, Africa's 
preoccupation with educational development has gone from 
euphoria to crisis and then to reform. Having inherited 
colonial systems of education, the new governments are faced 
with the need for change in the direction of their 
educational institutions. It has been argued that 
policymakers in Africa are too often inclined to approach 
education as a panacea for all socio-economic ills. In a 
sense, it may have been one of the misconceptions 
responsible for the enthusiasm with which some emergent 
African states launched upon educational reform as a means 
of making themselves economically as well as politically 
independent. 
Driven by necessity in some cases and by desperation in 
others, a number of African governments are beginning to 
introduce some measure of adaptive reform aimed at 
educational improvement. However, one is forced to consider 
not only the adjustments required of an educational system 
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but also its position in relation to the total system. it 
is not enough to readjust the institutional mechanisms of an 
educational system or even to replace them with new ones 
unless the system itself is seen as a component of a more 
complete unit; the cultural system within which it has to 
function (Shoeman, 1981). 
Furthermore, the measures required will not be 
effective unless they are rooted in the identity and 
sentiment of African traditional education. Colonial 
education in Africa has tended to discard, ignore, and 
sometimes ridicule African heritage. It is time now for 
African educators to redefine, reorganize, and restructure 
the educational goals and practices so as to make education 
relevant to African societies. In order for schools to 
succeed in this task, they require what Rosenthal termed the 
intellectual decolonization of the continent which is the 
freeing of students, teachers, and Africans in general from 
the mentality of the colonized. 
Perhaps it is no exaggeration to say that the average 
African today, whether educated or not, has a confused sense 
of values. He/she is torn between two worlds, a phenomenon 
expressed in psychological terminology as the "split 
personality" (Ngugi, 1986). Three issues are central to 
educational development in Africa today: The problem of 
values, the risks that accompany induced value changes and 
the benefit of these changes, constitute a whole set of 
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development of Africa’s post-colonial period. Among a host 
of well-intentioned statements from African leaders are 
those policy statements dealing with Africanization of 
education. (Addis Ababa, 1971; Harare, 1982). 
Unfortunately, education does not, of its own, form a 
whole. The language through which content is imparted has a 
lot to do with the character of its effects on the students. 
Given the fact that most African countries are multilingual, 
the educational system as an instrument for nation-building 
faces the task of developing a sense of oneness among the 
various ethnic groupings that constitute the nation. 
A spirit of togetherness cannot develop without 
communication among the groupings in the nation. Language 
as the medium of communication is, for this reason and 
others, a very important component of African educational 
policy. 
"Sound educational policy is one which 
enables students to study the culture 
and the environment of their society 
first, and then set it in relation to 
the culture and environment of other 
societies" (Ngugi, 1986). 
Statement of the Problem 
In its current form, education in Guinea-Bissau is 
foreign, elitist, dysfunctional, and unrelated to the 
development goals of the country. In spite of the numerous 
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speeches and declarations about the necessary relationships 
between education and the socio-economic and socio-cultural 
life of the nation, there has been no real effort to 
translate this concretely, and all attempts to do it within 
the framework of the system inherited from colonial times 
have failed. 
Everything points to the lack of a clear, well- 
formulated educational policy. As for the educational 
content, since independence, very few changes may be noted 
except in the subjects where it was absolutely necessary, 
such as history, geography, and civics. Portugese, (the 
language of the colonizer) remains the language of 
instruction. 
The unpreparedness for any real change in the existing 
state of affairs has simply increased the scope of action of 
the former colonial power, which, using as a pretext the 
lack of qualified manpower, imposes technical aides on the 
government. These experts who are sometimes in conspicuous 
posts (cabinet heads, heads of departments, and sometimes 
technical advisors) constitute an effective and powerful 
reserve; they defend and implement imperialist policy, 
sabotage measures which counteract it, and keep surveillance 
on general development in the country. 
Neo-colonial policy in education can be characterized 
as a policy of maintaining and extending the influence of 
the former colonial power through the medium of technical 
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assistance and cultural cooperation agreements. As a 
result, African governments are deflected from developing 
education rapidly, and creating the basis of an African 
cultural renewal. 
Purpose of the Study 
The purpose of the study is to explore some of the 
missing links and aspects of traditional African education. 
This is expected to provide ties between the old and the new 
systems, and at the same time, offer some clues that might 
help develop a theoretical framework which could be applied 
as an approach to educational reform, in a multi-cultural 
and multi-lingual setting. 
This study will primarily attempt to: 
* Analyze the nature and the consequences of the 
educational legacy of colonialism in Africa; 
* Analyze the traditional African education; 
* Analyze the kind of educational structure and 
management that would be in harmony with sound 
educational principles based on socio-economic, 
political, and cultural realities of Guinea-Bissau; 
and 
* Analyze alternative ways and means, including 
language policies, that would help bridge the gap 
between the traditional and modern systems of 
education and help Guinea-Bissau break with neo¬ 
colonialism and intellectual dependency. 
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Significance of the Study 
It has been observed that wherever a particular people 
or country have secured economic independence, they will 
have achieved political independence as well (Beckford, 
19 82) . However, no country in the modern world is 
completely isolated or should be isolated from the rest of 
the world. International interactions occur through trade 
of goods and services, through technological capital and 
labor transfers and through cultural transfers. With the 
development of mass communication, cultural transfer in 
particular is proceeding at an unprecedented rate. This 
social and cultural dependency may be enforced on a country 
which has secured economic and political independence. 
The primary objective of this study is to provide an 
understanding of this situation and to offer suggestions 
which would help Guinea-Bissau assert herself and her 
culture through the school system. 
The establishment of an independent culture is 
important for two reasons. First, it provides a 
psychological disposition for resistance to the alienation 
and assimilation generated by colonialism. 
Secondly, an independent culture provides the social 
infrastructure for an independent economic activity 
producing goods and services to satisfy cultural demands 
(Beckford, 1982). To the extent that an independent culture 
creates an independent market demand, this study will not 
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only offer suggestions to help Guinea-Bissau free herself 
from cultural dependence but also promote independent 
economic development as well. 
In a more general way, this study documents the nature 
and the extent of the changes needed in the educational 
system in order to help Guinea-Bissau come to grips with the 
culture of her people and embark on a new path towards 
independent development. 
"An Independent culture creates a 
culture of Independence" (Beckford, 
1982). 
Finally, this study suggests possibilities for additional 
research, as well as encouraging the increased search of the 
ways and means to free Africa from its dependent social and 
economic situations and minimize the impact of cultural 
imperialism. 
Design of the Study 
The study is concerned with the relevance and 
efficiency of primary school education in Guinea-Bissau as 
perceived by selected officials responsible for Guinea- 
Bissau educational projects or developmental programs at the 
World Bank, the African-American Institute (AAI), the State 
Department, and by the Guinea-Bissau student population 
currently in the United States, including the researcher. 
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Six years of work experience at the Ministry of 
Education Planning Department enabled the researcher to 
identify and to refine the area of investigation. It also 
exposed the researcher to some issues affecting educational 
development in Guinea-Bissau and gave her the information 
and sensitivity needed in the choice and formulation of the 
research instruments used in this study. 
Due to factors such as composition, accessibility to 
the subjects, the nature and the people of the topic, the 
study will combine the use of both quantitative and 
qualitative research tools. According to Cook (1979), the 
use of the most appropriate tools available in research will 
often result in a combination of qualitative and 
quantitative methods. 
Cook makes the following points: 
1. Evaluations usually have multiple purposes, 
therefore multiple methods are appropriate; 
2. When used together for the same purpose, the two 
methods approach can offer insight that neither one 
alone could provide, and; 
3. All methods have biases; by using both quantitative 
and qualitative methods, each can check on and learn 
from the other. 
Supporting this position, Saul Sieber (1982) contends 
that there is a lot to be gained by using integrated 
techniques. Integration opens up enormous opportunities for 
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mutual advantage In each of the three major phases: design, 
data collection and data analysis. 
The following research tools were used to collect 
information on the variables of interest. They include: 
Interviews, survey questionnaires, observations, past 
experience, and an analysis of organizational records. 
There was an effort to match a particular technique with the 
nature of the variables under study. The use of several 
methods is based on the recognition that no one single 
method for gathering and analyzing data can suit every 
diagnostic problem and situation. 
In addition to the above research instruments, the 
following sources of information are used: a) evidence from 
literature, b) personal experience, c) official government 
reports from various African countries, d) discussion with 
Africans and other selected individuals, e) educational 
reports from international organizations and private 
agencies, and f) information from other related fields. 
The data gathered were considered in relation to the 
following hypothesis: 
1) Traditional African Educational System (pre¬ 
colonial education) is better suited to the African 
child in terms of his environment than the imposed 
colonial system. 
2) An autochthonous educational system/curriculum, 
language of instruction, school calendar, and 
organization can help alleviate the alienating 
legacy of colonialism and help place the individual 
in his/her society. 
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Access and Entry 
The researcher had previously worked with 4 (four) out 
of the 5 (five) interviewees, and is a colleague to most of 
the 62 respondants for the survey questionnaire. While 
deliberate plans for access and entry were not an issue, it 
was important to establish and maintain trust levels with 
both groups. Rapport and trust have continuously been 
documented as important tools to the field researcher 
(Glazer, 1972). 
Confidentiality and Setting 
The interviews were conducted in a private setting so 
as to ensure an uninterrupted face-to-face conversation and 
promote confidentiality. All five interviews were conducted 
in the interviewees' offices. 
The aim of this protocol was to achieve a relaxed 
atmosphere for the interviews within an environment 
conducive to the serious sharing of information. Phillips 
(1971) felt that the setting can bias the study. The 
researcher attempted to avoid this particular issue by 
respecting the interviewee's preference for a particular 
site. All respondants were told that the interview was 
conducted as part of the researcher's doctoral work and that 
the researcher was seeking a better understanding of the 
issues confronting education in Guinea-Bissau (see attached 
11 
Interview Guide and Survey questionnaire in Appendices G and 
H.) 
The respondants were told that they were selected 
because they were recognized by the researcher as being 
concerned with the quality and efficiency of education and 
national development of Guinea-Bissau. All respondents were 
informed that the information would appear in disguised form 
in the researcher's dissertation. Interviews were tape 
recorded with the permission of respondants and notes were 
taken periodically during the interviews. All participants 
were assured confidentiality of their responses. The data 
collection phase for this study took a full year to 
complete. 
Limitations of the Study 
Guinea-Bissau will be used as a case study. Since the 
history of Guinea-Bissau has yet to be written, at least 
insofar as it pertains to education, this research is 
hampered in every phase by lack of reliable data. 
Therefore, the researcher will have to rely highly on her 
own personal experiences, on the experience of other 
Guineans and scholars/professionals who have been in contact 
with Guinea-Bissau educational development. 
Secondly, we don't know enough about the particular 
local languages of each ethnic group in the countryside. 
Furthermore, we need more systematic studies of the 
relationships between local farming and occupational 
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structures and the prospects of an integrated national 
educational system. 
The study deals primarily with Basic Education since 
the majority of Guineans come into contact only with this 
level of education. There will be no attempt to treat the 
total colonial policy of Portugal except to say that 
educational policy was a reflection of the overall colonial 
policy. 
The second emphasis of this study is on the role and 
impact of an indigenous or a national lingua franca in 
bringing about an autochthonous educational reform. 
The framework proposed is not meant to be a theoretical 
recipe for all multilingual and multicultural societies of 
Africa. On the other hand, I do see its application in 
broad terms as an approach to the particular kind of 
position faced by many multilingual societies. 
Definition of Terms 
The terminologies used in this study have been used by 
different writers in very different contexts. In order to 
avoid confusion, I wish to specify the context and meaning 
which is attached to some terms in this analysis by offering 
some definitions. Further, I would like to clarify that the 
definitions that follow are not motivated by any conviction 
as to their purported terminological superiority, but rather 
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in order to indicate the usage that will be followed in the 
present discussion. 
Educational Reform is a system-wide effort at creating 
change whose need and impact are often broader than the 
confines of the educational system itself (Sack, 1981). 
Simmons (1976) stated that educational reforms are "those 
changes which cause major transformations in either 
educational budget, the slope of the pyramid of school 
enrollment or the effect of educational investment in 
individual or social development. 
Planning is the process of preparing a set of decisions for 
action in the future directed toward achieving goals 
(Jacobs, 1964 ) . 
Ethnic Group is a collection of people whose memberships is 
largely determined by ancestry and which regards its place 
in society as being affected by its ethnicity. This implies 
that only behaviors which the group recognizes as ethnic 
contribute to ethnicity. The underlying assumption is that 
the members of a group are fully conscious of all the 
qualities comprising their ethnic characters (Longstreet, 
1978) . 
Multicultural Education is a multidisciplinary educational 
program that provides multiple learning environments 
watching the academic, social and linguistic needs of 
students (Suzuki, 1984). 
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Independence describes a situation of a particular nation 
state or country that has full control over its resources 
and total power to utilize these resources for its own 
benefit (Beckford, 1982). 
Economic Development is a process whereby the material 
welfare of the people of a nation state or country is 
improved consistently and substantially over a long period 
of time. The notion of economic development encompasses two 
economic occurances: (1) substantial increase in output and 
average income; and (2) an improvement in the distribution 
of income among groups that make up the country's population 
(Beckford, 1982). 
Culture as understood by Africans is not a series of 
separate activities, but an entity of human life which, 
between man and his social and physical environment, 
operates interdependently as the correlation between these 
two elements (Thompson, 1977). 
Acculturation is a process by which an individual or group 
acquires the cultural characteristics of another through 
direct contact and interaction. From an individual point of 
view, this is a process of social learning similar to that 
of adult socialization in which linguistic communication 
plays an essential role. From a societal point of view, 
acculturation implies the diffusion of particular values, 
techniques and institutions and their modification under 
different conditions (Lakadi and Mazrui, 1983). 
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Modern Education versus Traditional Education. in this 
study traditional will sometimes be used to mean (ancient) 
precolonial and modern to mean education as implemented by 
the colonial powers. it should be noted that no moral 
values are involved in this conceptualization. 
Traditional education, whether indigenous, Islamic or 
Western tends to emphasize the past and view the present in 
terms of the past. Modern education, on the other hand, 
from whichever of these traditions, is more likely to be 
concerned with the future and with the present in terms of 
the future (Brown et al, 1975). 
Traditional education often emphasizes the importance 
of the community and tends to regard the preservation of 
social cohesion and stability as one of its most desirable 
goals. Modern education may question this and is sometimes 
willing to set individual freedom and fulfillment at the top 
of its scale of values even where this may be socially 
disruptive. 
Such profiles are of course only approximations to the 
concepts of the traditional and the modern as they arise 
from considering the educational situation in tropical 
Africa. Yet to list them is helpful since they make 
apparent the simplistic view of Western education as modern 
and indigenous education as traditional. 
Modern Society versus Traditional Societies. Modern and 
traditional societies differ not only in their institutions. 
16 
their people differ in many important ways. Whittaker 
(1979) stated that the essential difference between 
societies identified as traditional and modern is not a 
matter of temporal sequence but that members of one group 
consistently act and think differently from members of the 
other in a variety of basic contexts of social "action". In 
both types of society values and institutions follow 
cultural paths that are unique to each society. 
Curriculum is here used to relate to all learning goals, 
experiences, teaching materials and the evaluation 
techniques which educators plan and use. 
Tugasia - a name attributed to Portugese in Guinea-Bissau. 
In general, it could be a reference to any white European. 
Creolo is a linguistic creation that combines African 
languages and Portugese. Creolo is to Portugese what 
Spanish, French and Italian are to Latin; a descendant (P. 
Freire, 1987). 
Education. Scholars from the ancient times to the present 
have written classics about and defined education in its 
various ramifications, the ends and means of education, the 
order of studies, the nature of learning and teaching. What 
they might have said about education may differ but they 
basically agree on one point - that there is never an 
agreement on what constitutes a perfect education. 
Education in its broadest term is unquestionably an 
unculturative and an acculturative process. (Manuwuike, 
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1971). it begins with enculturation the way each newborn 
infant is brought up by his parents, his environment and 
himself to fulfill his place in society. Then gradually 
there is selective adaptation - acculturation according to 
the needs and tastes of the individual. 
Economic Dependence is a situation in which the economy of 
certain countries is conditioned by the development and 
expansion of another economy to which the former is 
subjected. 
Economic Policy for this study means a set of official 
guidelines or directives put forth by authoritative 
officials and/or agencies within the administrative 
structure. 
Africanization in educational terminology is defined as the 
regeneration of that which was good and respected in African 
Culture, rejection of subservience to foreign powers and the 
assertion of the rights and interests of the African 
signified by a desire to revive values of African culture 
(Urch, 1967). 
Organization of the Study 
This study is a comprehensive analysis of factors 
affecting educational reforms in Africa with a special focus 
on Guinea-Bissau. In particular, the study addresses the 
problems of choosing a language of instruction in a 
multilingual setting. It seeks to identify and describe the 
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major factors that need to be considered in making the 
decisions. 
The study is organized into 6 (six) chapters: 
Chapter 1 presents an introduction, a statement of the 
problem, the purpose of the study, its limitations, the 
significance of the study, the design of the study, 
organization of the dissertation and definition of terms. 
Chapter 2 provides the reader with a clear exposition of the 
issues facing third world educators and politicians with an 
extensive review of the literature pertinent to educational 
reform in the multilingual and multicultural nations of 
Africa. This chapter is organized into the following 
subtitles: (1) Pre-colonial Education; (2) Colonial 
Education, (3) The search for relevance, and (4) The need 
for synthesis. 
Chapter 3 discusses the research methodologies including a 
discussion of the theoretical basis of the methodology. 
Chapter 4 provides contextual information on Guinea-Bissau 
presented in a descriptive format. 
Chapter 5 identifies and describes some language policies 
used in educational reform and looks at the question from 
six perspectives: linguistic, pedagogical, economic, 
political, psychological and cultural. Each perspective 
identifies and discusses major factors affecting the choice 
of a language of instruction. 
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Chapter 6 presents a summary and discussion of the research 
findings and suggests a framework for analyzing areas of 
conflict and convergence between indigenous and western 
types of education, and how the use of an indigenous 
language of instruction could help bridge the gap between 
the two forms of education. This chapter also contains the 
conclusions and recommendations of the study. 
CHAPTER I I 
EDUCATIONAL DEVELOPMENT IN AFRICA: REVIEW OF LITERATURE 
Introduction 
One of the most significant events in the life of the 
international community in the past three decades has been 
the emergence of African countries which were formerly 
colonies. These African countries have taken their places 
in the world forum as independent nations. 
Political revolution has been only one of the events 
sweeping the continent. African society itself has been 
undergoing profound transformation. Education has been 
identified as the instrument that will equip African people 
for their new responsibilities. Education is considered by 
the independent African nations as the essential factor in 
their economic development and political evolution. 
Consequently, educational policies and problems are in 
themainstream of African history today (Uchendu, 1979) 
Even as late as the 1970's, education had been seen as 
the key to the process of self-directed politics, as well as 
social and economic development. Politicians and educators 
were confident that equal educational opportunities for all 
strata of the population would lay the foundation for 
I * 
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improving living conditions and reducing the regional and 
social inequalities left over from the colonial era. 
Before any treatment of the processes of educational 
development in Africa, an understanding of the contexts of 
its foundations is necessary. it is necessary to comprehend 
its historical development, particularly the educational 
policies of the colonial powers that have spread in varying 
degrees over other forms of education, whether it was 
indigenous Africa or Islamic, producing a range of 
situations, making the issue(s) so complex that it can only 
be understood in intercultural terms. For as David Scanlon 
(1964) pointed out, "the design for Africa's educational 
structure was conceived in the educational offices of Paris, 
London, Brussels, and Rome, refined by dozens of local 
governors, and executed by thousands of educators working in 
the fields". 
A review of significant literature, dealing with issues 
pertinent to educational reform in multilingual nations of 
Africa suggest that this chapter be organized into the 
following subtitles: (1) Precolonial education, (2) Colonial 
education, (3) Modern education, (4) The quest for 
relevance, and (5) The need for synthesis. 
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Pre-Colonial Education 
There were different forms of education in Africa 
before Western nations came. This education was relevant 
and meaningful to community life of the ethnic groups, a 
system in which the young generation was prepared for its 
role in society through organized patterns and systematic 
instructions (Makulu, 1971). Essentially, the pre-colonial 
education was concerned with the business of conserving the 
society, maintaining its social and political integrity, and 
passing on the skills necessary for its economic survival. 
The understanding of indigenous education has been 
hindered by European writers giving generalized accounts 
throughout tropical Africa with the assumption that because 
these societies were non-literate, in European terms, 
traditional learning was everywhere much the same with only 
minor variations. 
Although certain characteristics may have been 
universal in Africa, as indeed in all societies, it is 
obvious that indigenous education varied to the same extent 
that societies differed from each other (Brown et al, 1975). 
For example, a child growing up in a hunting band learned a 
different body of knowledge and a different set of skills 
from a child of the agricultural, politically centralized 
kingdom of the Ganda. Another misconception is that within 
one particular society, all young people learned the same 
skills. This may have been so in ethnic groups where all 
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families followed roughly the same economic pursuits and 
where political and social roles were relatively 
undifferentiated. But some traditional societies had marked 
specialization in occupations as well as pronounced 
political and social hierarchies (Brown et al, 1975). 
Indigenous education in such urban settings included more 
specialized technical training than in societies of 
scattered, rural settlements. 
The fact that there had been organized systems of both 
formal and informal education in Africa before colonization 
is hardly mentioned except in Bittenger's (1941) study which 
contains impressive accounts of educational programs in the 
ancient West African kingdoms of Ghana (900 - 1000 a.d.), 
Mali (765-1374 a.d.) and Songhai (1400-1500 a.d.). In this 
respect, one of the kings who deserves special mention is 
King Askia Mohammed the Great (1496-1529), ruler of the 
ancient Songhai Empire that controlled a vast portion of the 
western Sudan, and its influence was felt as far south as 
the Congo. Askia distinguished himself most significantly 
in the area of education. Schools were established and 
encouraged everywhere. Timbuktu, Gua, Sankore, Walata, and 
Jene became intellectual centers where the most learned 
scholars of West Africa concentrated (Manuwuike, 1971). The 
king induced and attracted geniuses and renowned professors 
from all over the world for consultation and exchange of 
ideas. During the sixteenth and seventeenth centuries, a 
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distinctly Sudanese literature in religion, grammar, 
geography, law and medicine was emerging at the University 
of Sankore. 
In Timbuktu, there are numerous judges, 
doctors, and clerics, all receiving good 
salaries from the king. He pays great 
respect to men of learning. There is a 
big demand for books or manuscript 
imported from Bombay. 
More profit is made from the book 
trade than from any other kind of 
business". 
(Leo Africanus: Davidson Basil, p. 166) 
Abdou Mounmouni (1968) observed that despite the great 
ethnic diversity of the population of Black Africa and the 
variety in forms of social organization, reflecting 
differences in the level of economic, political, and social 
development, one finds in the educational domain a certain 
number of traits which demonstrate the cultural unity of the 
African peoples. The common traits in traditional African 
education are many; they all derive from similarities in 
social structure and in the general norms of African 
society. Among these traits is the great importance 
attached to education and its collective and social 
character. It is an education that is intimately tied with 
social life both in its material and spiritual terms. Its 
gradual and progressive achievement is determined along the 
age cohorts in the society (Dube, 1976). 
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Basically, the African indigenous education was founded 
on the following principles: 
1. The recognition of the functional role of education 
as a dynamic agent in the individual's social, 
economic, and religious development; 
2. The presentation of the group as an autonomous and 
viable entity; 
3. Respect for and obedience to ancestral, spiritual 
and moral doctrines; 
4. The appreciation and reverence for beauty and 
nature in all its forms; 
5. Adherence to the principle of "live and let live"; 
6. Maintenance of unanimity and cohesiveness of the 
group through societal norms and sanctions. 
(Manuwuike, 1971) 
What might be considered as curriculum in traditional 
African education is the classification of roles, carried 
out along the lines of the stratification of the society 
according to age and sex. The classification of roles 
predetermines what group shall learn what and at what age 
they are exposed to that learning. These questions are part 
of traditional life and practice. As Dube put it, they are 
the culture of the traditional African society. This is 
where traditional African education has a close affinity 
with the social structures of the society. Since ethnic 
life is divided into different stages, there must be an 
appropriate education for each stage. 
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The existence of clearly defined age groups is a 
widespread phenomenon, despite differences in detail such as 
the precise members of groups. According to Moumouni 
(1968), the following groups are always found: 
1) First age group: Birth to six or 8 years. 
During this period, which corresponds to the 
first and second infancy, the education of the 
child falls mainly to the mother, and takes 
place within the framework of the family. 
2) Second age group; Six to ten years. When they 
are six, children are separated according to 
sex, the boys being answerable to the men, and 
the girls to the women. Children participated 
more and more in work, but a large part of 
their time is devoted to games with boys or 
girls in the same-age group. 
3) Third age group: Ten to fifteen years. 
Children of both sexes are increasingly 
involved in the life of men and women 
respectively, and called on to accomplish 
adult jobs in a more complete manner. They 
are gradually given more and more 
independence, with its attendant 
responsibilities. They are allowed to attend 
more and more the various public affairs and 
to see and hear more about the problems 
affecting their daily lives. They lead a 
collective life with their contemporaries in 
the same age group and of the same sex which 
strengthens their solidarity. They learn an 
occupation, which may be a hereditary one, in 
their own families with a father, mother or 
uncle or in professional groups. 
4. The fourth age group - fifteen and over. At 
this stage, initiation takes place and varies 
according to the region and whether or not the 
community is Moslem (Manuwuike, p. 107). It 
signifies the passage from adolescence to 
adulthood. The adolescents are prepared for 
life and complete their training with their 
elders and with the elders of the village, 
they perfect their craft and accumulate 
experience. Upon marriage they pass through 
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ttie final door to complete adulthood. [See 
Table l for a systematic list and analysis of 
the curricuium and methodology of the systems 
of traditional African education.] 
(Manuwuike, p. 108). 
One can see that the pedagogy of traditional education 
reveals a profound knowledge of the philosophy of the child 
and adolescent. The different age groups correspond 
generally to the different stages of mental and behavioral 
development of the child. Pedagogic methods employed in 
each of these stages show striking evidence of adapting to 
the physical and psychological potential of the child, which 
necessarily requires knowledge and understanding of the 
fundamental characteristics of "personality" at each 
different stage of a child's evolution. Pre-colonial 
African education responded to the economic social and 
political conditions of pre-colonial African society. Its 
effectiveness should be assessed in relation to these 
conditions (Moumouni, 1968). 
Pre-colonial African society was a feudal society where 
clans and ethnic groups coexisted or at least persisted side 
by side. Generally speaking, they were small feudal 
communities both in terms of land area and population. 
Traditional African education as described above, was fully 
capable of supplying the necessary elements to maintain in 
all its essentials the level attained by African society in 
the economic, social, technical and cultural spheres (before 
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the slave trade). Even today, the technical achievements, 
political and economic organization, and works of art bear 
witness to this fact. (Moumouni, 1968). 
In the economic spheres, it trained and supplied the 
peasants and artisans (blacksmiths, weavers, shoemakers, 
etc.) in sufficient numbers to furnish the goods and 
supplies needed for pre-colonial African society, in the 
framework of trading on the African market or even with 
foreign countries. 
In the political, social and cultural spheres, there is 
an abundant literature on different aspects of the political 
and social life of the Empires and kingdoms of Ghana and 
Mali, the Songhai, Sokoto, Benin, and of the cultural life 
(oral and written literatures, works of art, and music) in 
pre-colonial Black Africa, to demonstrate the effectiveness 
of traditional African Education. 
According to Moumouni, it is not enough to simply state 
the fact; the relative success of traditional African 
education must be explained, because its proven 
effectiveness stems from a certain number of 
characteristics. In its general conception, traditional 
African education never separated education in the large and 
real meaning of the word, from instruction in the precise, 
limited sense. These two aspects of education were 
constantly and intimately connected to one another. 
Traditional African education, as we have seen, embraces 
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character-building, as well as the development of physical 
aptitudes. The acquisition of those moral qualities and the 
acquisition of the knowledge and techniques were needed by 
all men and women if they were to take an active part in 
social life in its various forms. 
The effectiveness of this education was possible 
according to Moumouni, because of its close relationship 
with life. It was through production and social 
relationships that the education of the child or adolescent 
took place, so that he was instructed and educated 
simultaneously. To the extent that a child learned 
everywhere and all the time, instead of learning in 
circumstances determined in advance as to place and time 
outside of the productive and social world, he was freely in 
the "school of life". It was the human nature and life 
interwoven in what Manuwuike called a "Labyrinthal essence 
of being." 
Secondly, the effectiveness of this system of education 
and its practical translation into reality was possible 
because it was localized, rarely operating outside the 
village framework. It can only be effective in an agrarian 
economy and a society where crafts are transmitted from 
father to son, where occupations are of an artisan nature 
and can be learned right on the spot. This does not mean 
that important and interesting innovations cannot be made or 
were not made in the various fields. Instead, organization 
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of the system of education in traditional African societies 
reflected the existing economic, social, and political 
structures of society. Some scholars argued that because 
facts had to be transmitted individually, and therefore in 
isolation, traditional African education offers no 
possibility for progress through assimilation and spread of 
new experiences and knowledge. On the other hand, it 
remains true that in seeking the qualities needed for any 
system of education in a given society such as adaption to 
concrete conditions and desired goals and sufficient 
flexibility to allow for subsequent changes, traditional 
African education is a rich source of information and 
inspiration. This is particularly the case now, when all of 
Black Africa is faced with the crucial problem of creating 
an educational system which responds to the aspirations and 
needs of African people. 
Colonial Education 
An examination of Colonial Education in Africa is a 
worthwhile endeavor because colonialism was not simply a 
political experience for Africa, it was even more 
fundamentally a cultural experience. 
Secondly, it would be a great mistake, even dangerous, 
to underestimate the influences that colonial education 
exercised, and even continues to exercise today, and for the 
forseeable future. This influence is felt in all aspects of 
the life and evolution of the countries of Black Africa. 
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Regionally, the educational inheritance from colonial 
rule was far from balanced. Educational penetration was 
more profound in western Africa than in the east (Murphree, 
1967). Secondly western Africa did not experience as much 
racial segregation in schools as did eastern and central 
Africa, where education developed along racial lines. The 
history of colonial education in Africa is tied up with the 
history of missionary activities in the continent. The 
presence of the missionaries in education became more 
visible from 1850 to 1900 (Murphree, 1967). Education 
during this period was part of a missionary effort to spread 
Christianity and European culture. Education was regarded 
as an important evangelistic agent which colonial 
administration considered necessary for the spread of 
European civilization. The period from 1900 to 1950 was 
marked by the general takeover of education by colonial 
governments from churches and missions. 
Colonial education in general, and French, Belgian, and 
Portugese in particular (because of its assimilation policy 
and its negation of native culture), resulted in a real 
alienation among Africans. French educational policy sought 
in principle to establish in its African colonies 
educational institutions which were identical to those in 
France. The system aimed to create an African elite 
inspired by French ideals of civilization (Joly, R., 1969). 
As Fannon, F. (1983) puts it, the French doctrine of 
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assimilation was geared to making Africans into "Black 
skins, white masks". 
The Portugese are said to have in both theory and 
practice pursued a policy of assimilation. They insisted on 
the school as the tool for the spread of the Portugese 
language and culture. They shared with the French the 
ideology of an educational system which would create a 
"civilization" essentially non-African in character. The 
British are said to have combined opportunism, pragmatism, 
and empiricism, the amount of each depending on the 
political environment facing them (Uchendu, 1979). 
The objective of colonial education was to train 
Africans for subordinate roles in the colonial 
administrative structure. M. Brevier, the Governor-General 
of French West Africa, declared before the Government 
Council of French West Africa that: 
"The duties of Colonialism and political 
and economic necessity have imposed a 
twofold task on our work in education. 
On one hand, we must train indigenous 
cadres to become our auxiliaries in 
every area, and assure ourselves of a 
meticulously chosen elite. We must 
educate the masses, to bring them closer 
to us and transform their way of 
living... From the political standpoint, 
we must make known to the people our 
intention of bringing them the French 
way of life- from the economic 
viewpoint, we must train the producers 
and consumers of tomorrow" 
(Moumouni, 1968, p. 42). 
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In order to attain the goals it set for itself, 
colonial education developed and utilized a whole series of 
methods regarding enrollment, discipline and organization in 
the schools, and the content of education. 
Students were chosen with great care. They included 
the sons of chiefs, and next in order were sons of notables, 
civil servants in the colonial administration and employees 
in colonial trading companies and business. in most cases, 
children of agricultural workers and peasants, as well as 
all women, were excluded. Teaching, in the case of the 
French and Portugese colonies was invariably conducted 
entirely in the language of the colonizer. Not only were 
the teachers formally forbidden to use African languages, 
but the students themselves were threatened with 
disciplinary actions when they expressed themselves in their 
native tongues within the school area. 
The language policies practiced by the four (4) major 
colonial powers (Belgium, France, Britain and Portugal) 
reflected very much their particular political philosophies 
(Spencer, 1971). The French and the Portugese, because of 
their philosophy of assimilation of Africans to a "higher" 
civilization, discouraged the use of vernaculars as media 
and subjects of instruction in the school system. They 
required all instructions to be in the language of the 
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colonialists. The use of French and Portugese was, 
therefore, an integral part of this process (Golman, 1974). 
The curricula and texts of the period showed that 
everything was directed at convincing the young African of 
their "inferiority", the "barbarity" of their ancestors, and 
the "goodness" and "generosity" of the colonizing nations 
who were putting an end to the "tyranny" of the black 
chiefs, and brought with them peace, education, health 
measures and so forth (Moumouni, 1968). The following 
extracts taken from Primary school programmes show how they 
deliberately debased African peoples: 
Elementary course. What the Africans were previously, what 
they are today. What they owe to the colonizer. 
Middle level course. The invasion of the black countries by 
white races. Colonizing and civilizing mission of the 
colonizer. The great periods of their history. Their 
institutions, their inventions, their civilizations. 
According to Moumouni, colonial education was "cut- 
rate" education. Following an implacable logic, the 
programmes were on a fairly low level. All the schools led 
to diplomas "tailor-made" for the Africans, which were 
nowhere comparable to diplomas in the European schools. 
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Generally speaking, the colonialists based their educational 
philosophy on three key objectives, namely: 
1. To build replicas or little model Europes in Africa; 
2. To train interpreters, clerks and paraprofessionals who 
would act as vanguards in the "civilizing mission"; 
3. To train a hard core of dependable vocational and 
agricultural corpsmen who would remain to till the land 
and supply essential raw goods, and also serve as a 
showcase in the exploitation of the continent. 
(Manuwuike, 1971, p. 61). 
Against this background, we may now examine some of the 
nature and the consequences of the European colonial 
educational system in Africa. 
Colonial education is considered to be dysfunctional in 
terms of African operational definition of what education is 
and falls short of the European culture it purports to 
represent. As Bittenger (1941) put it: 
"Little thought was given to the harmful 
effects the denationalizing process of 
the schools have upon the African." 
To the extent that colonial education held a central place 
in the machinery of propaganda and ideological training in 
the colony, any evaluation of its results pertains not only 
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to those who were actually in school, but to the whole 
society. 
In all its aspects, colonial education exercised a 
constant influence, from day to day and in contradictory 
directions, as much on those who benefited directly as on 
the rest of the population. 
By trying to effect the depersonalization of the 
African, using every possible means to imbue students with 
an inferiority complex and the idea of the congenital 
incapacity of the African, colonial education caused 
Africans to develop a sense of inferiority and contempt for 
their own heritage. These ideas emerge because Africans 
were not partners in the educational enterprise. 
The system has trained Africans away from their people, 
rather than for them. Africans were educated to be a white 
european and were compelled to act like a native African. 
Unfortunately, no matter how hard the African tries, he/she 
is still in Lugard's words, "... indeed separated from the 
rest of his/her people by a gulf which no social affinity 
can bridge (Lugard, 1926). 
The educated African, Lugard notes, "imitates European 
ways and customs closely, however ill adapted to his 
conditions of life and may be heard to speak of going "home" 
to England, he has as a rule little in common with the 
indigenous ethnic group of Africa (Lugard, 1926). According 
to Moumouni, the generation educated between the two wars 
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are the most affected by the phenomenon of alienation, 
because there was as of yet no collective political 
consciousness existing; neither was there any organized 
national liberation movement, and thus the local and 
international conditions existing enabled imperialism to 
reign as undisputed master over its colonial empire. 
Additional light may be shed upon the meaning of 
alienation since it is a factor of considerable significance 
as far as this study is concerned. Alienation, a term once 
confined to philosophy, law, and psychiatry, has gradually 
entered the daily vocabulary. Alienation, or strangeness, 
is understood to mean not only a condition, but a process an 
individual could live through without realizing it. This 
has been defined as a 
"...mode of experience in which the 
person experiences himself as an alien. 
He does not experience himself as the 
center of this world, as the creator of 
his own acts, but his acts and their 
consequences have become his masters, 
whom he obeys and whom he may even 
worship. The alienated person is out of 
touch with himself, as he is out of 
touch with any other person." (Gerald 
Sykes, 1946 , p. 67). 
On the other hand, it would be unfair and untrue to see 
only the negative aspects of colonial education. It may 
have succeeded in general in its essential objectives and 
obtained "satisfying" results in its efforts to destroy 
systematically national awareness and pride in many 
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"educated" Africans, but for some "Educated Africans", their 
education implanted a thirst for more knowledge and a desire 
to understand their objective situation. As Basil Davidson 
(1969) pointedly observed, a few Africans were given all the 
keys of European culture. Ironically, some of the best and 
the brightest assimilated Africans used their keys to open 
another door - the door to African cultural liberation. In 
both Africa and the West Indes, these assimilated people 
formed the vanguards of African nationalism. In effect, it 
was the men who emerged from colonial schools who directed 
the struggle for liberation in Black Africa (Moumouni, 
1964). According to Manuwuike (1971), the educated African 
could not help feeling isolated, hollow, and a stranger in 
his own country. The gap dividing him from the alien 
bureaucracy was of a moral nature. The one separating him 
from his "illiterate" brothers and sisters was both social 
and cultural. As a matter of course, the first circle of 
educated Africans had to develop political consciousness, 
because these were the same young men and women who, often 
educated in France, Britain or America, have acquired a 
strong belief in individual freedom and national self- 
determination. 
As a matter of fact, this political consciousness was 
manifested as early as 1902. Lugard reports of a series of 
articles which appeared in the West African papers, 
including one in February, 1902 by a Lagos (Nigeria) writer 
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lamenting on the adaptation of foreign education, foreign 
language and foreign modes of life. This author pointed out 
that Africans have become foreigners to their own people 
with whom they can converse only through foreign 
interpreters. The Africans have accepted colonial 
impositions with reluctance as exemplified in this poem by 
Ronald T. Dempster (quoted in Glathorn and Hootman, 1970, p. 
61) . 
Africa's Plea 
I am not you 
but you will not give me a chance, 
will not let me be me. 
"If I were you" 
but you know I am not you 
yet you will not let me be me. 
You meddle, interfere 
in my affairs 
as if they were yours 
and you were me. 
You are unfair, unwise 
foolish to think 
that I can be you, 
talk, act 
and think like you. 
God made me me 
He made you you. 
For God's sake 
let me be me. 
(Glathorn & Hootman, 1970:61) 
"Africa's Plea" is a protest against the repression and 
frustration of colonial rule. 
The preceding discussion has endeavored to place 
educational development within the socio-political settings 
that prevailed in Africa during the colonial period as those 
41 
are the foundations from which modern African education has 
evolved. 
The Search for Relevance 
Colonization has been highly successful. Almost all 
models of African society and all the educational systems 
established since colonization have continued to imitate 
what is done elsewhere despite verbal proclamations and 
genuine efforts to change this pattern. 
According to Kodjo (1987), present-day African 
societies have not in any visible manner broken away from 
the cultural norms of the colonial past. In their struggle 
and quest for identity, representitives of 35 African states 
met in Addis Ababa, Ethiopia in- 1961 to consider problems 
relative to the development of education in Africa. The 
conference produced an outline, a plan for educational 
development over the next twenty years. Several conferences 
were subsequently called for this purpose; but the proposal 
set forth at the 1961 conference still remains the most 
articulate statement for both short-term and long-term 
objectives. These objectives were based on various common 
needs, the most important of which can be summarized as 
follows: 
* Quantitative and qualitative improvement in 
educational facilities; 
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Reorientation of educational systems to the socio¬ 
economic needs of Africa; 
Unrestricted access to education and training for 
adults as well as the schoolgoing youth. 
Among the short-term objectives of African states, were the 
following: 
* An annual rise of 5% in primary level enrollment 
resulting in an increase from 40% to 51% over the 
short-term period (1961-1966); 
* An extension of secondary school enrollment from the 
1961 figures of 3% to 9% of the appropriate age group 
and special attention to teacher training and adult 
education programs. 
Long-term targets (1961-1981) included the following: 
* Primary education to be free, compulsory and 
universal; 
* Secondary education to be available to 30% of those 
who completed primary school; 
* Higher education to be provided, preferably in 
Africa, for 20% of the pupils completing secondary 
schooling. 
The far-reaching changes, not to say radical 
transformations, which must be introduced, were beyond the 
available resources of most African states; there was an 
urgent necessity to strengthen national independence and 
promote an authentic modern African society. In this 
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context, education should not only be made responsible for 
passing on values and knowledge to the younger generations, 
but also should produce conscious citizens and productive 
workers (Uchendu, 1979). According to Abernathy (1969), to 
achieve this, education should be national and democratic, 
as well as modern. The concept of democracy in education, 
he asserts, involves more than merely the idea of 
generalizing all or parts of basic education, the ultimate 
aim of which is to provide children of a given age with 
elementary practice in using the instruments of conceptual 
thought. 
According to Abernathy, the assertion of the national 
character of education does not conflict with concern for 
stability and flexibility arising from the variety within 
one and the same country of the intellectual resources and 
challenges of the environment. 
Authenticity and modernity in education are an 
effective combination for reporting at the level of 
institutions and at the level of content, imported pattern 
and ready-made formula. They ensure intellectual and 
scientific independence, "protect against alienation and 
subjugation and facilitate dialog on a universal scale in 
the spirit of the New International Order" (Morrison, 1976). 
Murphree (1976) distinguishes five types of education: 
1. Education as enlightenment. This is a natural 
development of the human spirit in rationality; 
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creative, liberating and innovative. As such, 
education is a human right, an end in itself, a 
"consumption item", the provision of which is a duty 
of any state to its citizens. 
2* Education as knowledge dissemination, in this 
function, says Murphree, education serves to banish 
ignorance and prejudice and the ascriptive 
discriminatory distribution of life's opportunities 
based upon them. 
3* Education as training for leadership, in this 
function, education acts to provide leadership for 
racially defined categories of subordinates as they 
emerge in an assimilationist model into a state of 
equality within the dominant culture. 
4. Education as skill impartation. In this mode, 
Murphree contends, that education serves to provide 
the techniques and skill-tools required by the 
indigenous masses to enable them to move from a 
traditional to a modernized society and compete on 
the basis of equality with other formerly privileged 
racial groups. 
5. Education as investment. From this perspective, 
education is seen as an investment yielding rich 
dividends in economic development, a "sine qua non" 
for viable industrial take-off into modernized 
society. 
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However, when education is given basic societal tasks 
that go beyond the socialization of the young and the 
transmission of culture, the control of educational 
institutions becomes very political and education becomes a 
servant of government policy (Abernathy, 1969). 
If Education is defined as who gets what, when, and 
how, then access to education and distribution of resources 
which facilitate access are very political. Disputes over 
the expansion rate of the educational system, qualification 
for entry into higher education, the location of educational 
facilities, and other issues, can all be analyzed in terms 
of underlying conflicts of political interests. 
It is partly because conflict exists between different 
interest groups over public expenditures that politics 
enters matters of education. Abernathy (1969) says politics 
also gets involved because education is the key to the 
formation of modern social structures: future leaders, 
managers, executives, and others are all produced in schools 
and colleges. 
In fact, as Abernathy pointed out, education and 
politics must be studied as mutually dependent variables 
within the context of underdevelopment in order to 
understand how the contradictory tendencies arise in 
educational policy. He went on and identified different 
types of constraints in educational policy making: 
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1' Non-political constraints: This type of constraint 
means limitations on the range of policy 
alternatives that can be considered, and which stem 
largely from the structure of colonization and the 
nature of development. Political and educational 
authorities have to adjust themselves to systems of 
formal education which provide only limited 
opportunities for schooling at the elementary level 
and markedly few opportunities at higher levels. 
The scarcity of trained manpower and the limited 
capital dictate that programs for expanding 
educational facilities, especially at post-primary 
levels, must fall short of popular demands if 
development efforts are not to be undermined. 
Attempts to introduce qualitative changes are also 
constrained by these factors, especially the 
shortage of competent and adaptable administrators. 
2. Political processes: The second constraint to 
educational policy making identified by Abernathy is 
what he calls explicitly political pressures that 
further constrain freedom of manpower because they 
cannot easily be reconciled; these pressures can be 
characterized as a serious cross-cutting ideological 
perspective. This conflict between elitism and 
populism dates back to colonial days when general 
administration favored limited educational 
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development geared essentially toward the production 
of low-level manpower. 
3* Potential for manipulation. The third constraint 
is the extent to which formal education can be 
manipulated so as to maximize its positive 
contribution to strategies of development 
(Abernathy, 1969). 
In modern Africa, one cannot discuss access to wealth 
and power without discussing formal education. Educational 
policy, whether seen broadly in its cultural aspects, or 
more functionally, as the training in skills, is a basic 
political issue (Makulu, 1971). The disparity in 
educational opportunities between rural and urban areas, 
between geographic and ethnic groups in any African country 
is great enough, making equity one of the major political 
issues in African education. However, few countries in the 
world protect the inherited colonial privileges of the 
educational elite as African countries do (Mazrui, 1971). 
Mazrui goes on to say that this is the basis of the private 
interest in education, an important factor in the politics 
of education. This has made formal education the most 
successful institutional innovation in Africa in this 
century, and the demand for formal education is so universal 
in Africa that it is becoming a political dilemma (Uchendu, 
1979) . 
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In each of two areas, state building vs. nation 
building and popular participation vs. a fair distribution 
of political benefits, education and educational processes 
touch on politics and government action. According to 
Uchendu (1979), the politics of African education is not 
just the politics of the philosophy of education; it is 
essentially the politics of unevenness in educational 
opportunity and access to some critical levels of education. 
Forces pressing for educational expansion are powerful, 
among them the perception by individuals and groups that 
Western education or schooling is the key to upward mobility 
and the new political elite's need for a dramatic, far- 
reaching welfare scheme to win popular support. The view 
that popular education should be given high priority as a 
means for political and economic development is headed by 
leaders throughout Africa (Morrison, 1976). They are 
motivated by consideration of national unity facilitating 
communication in a multi-ethnic state, and of course, the 
provision of trained technicians and skilled labor force. 
African nations base much of their faith in education 
on the belief that it will promote integration, and reduce 
tensions among different ethnic, racial, linguistic or 
religious groups. Whether by conscious design or not, 
schools can improve communications among people of many 
different backgrounds by bringing them together and giving 
them a common experience. The convergence of the interests 
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between the state and village, each viewing education as a 
capital good, has resulted in an unprecedented development 
of education in Africa in the last three decades (Uchendu, 
1979) . 
African states are committed to a double objective in 
their educational policy (Curie, 1973). 
1. Education must help modernize African society and 
give it dynamism and resourcefulness so that it is 
not out of step with contemporary modern societies. 
2. Education must help conserve and rehabilitate 
African culture. 
The interplay of education and politics can create or 
reinforce as many problems as it can overcome (Abernathy, 
1969 ) . 
Although it is true that schooling can be a great 
equalizer by heightening social and economic mobility and 
hastening effective integration of disparate groups and 
strata, the distribution of educational opportunities can be 
such that vertical social cleavages are widened and happened 
and that the gulf separating the privileged few from the 
underprivileged is deepened. According to Abernathy, it can 
be generalized that developing countries are facing three 
basic problems in their educational systems: 
* Optimum fulfillment of the aspiration of the 
population on the basis of available 
potential; 
* Coordination of qualitative and 
quantitative improvement of the school- 
and ' 
Formation of elites without renouncinq 
mass education. 
In nearly all of Africa's new policies for more 
suitable education are plans to increase cooperation 
between school and community. African leaders have 
seen in the reorientation of the education system an 
opportunity to free the formal education system from 
the burden of its colonial heritage and to use 
education as a "means of ensuring the freedom of the 
peoples of Africa" (Nyerere, 1969). 
In the 1970's, a number of African countries 
initiated primary school reforms which were 
characterized by a community orientation. Primary 
schools were to offer demand-oriented instruction for 
the majority of the population (Bude, 1985). 
The Conference of African Ministers of Education 
held in Lagos, Nigeria in 1976, clearly showed the 
important role accorded to the local community in 
Primary School Reform. Reforms at the primary school 
level were to be governed by the following three 
principles: 
1. The linking of school and community; 
2. The strengthening of the African cultural 
identity; 
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3. The linking of school and working life. 
Primary school function was formulated as follows: 
"Integrating the individual with 
the community and the environment 
equipping him/her for the 
productive work and active 
participation in the transformation 
and progress of the community and 
in rural development." 
(UNESCO Final Report, Lagos, 
1976:15). 
Therefore, primary school instruction was to be 
provided with and for the communities with reference to 
their requirements and socio-cultural specifics. The 
knowledge and skills provided at school were to serve 
directly the improvement of living conditions and the 
development of rural areas. This orientation has met 
with increasing support in the reform discussions of 
the past decade; it was reinforced and emphasized 
during the Harare (Zimbabwe) Conference in 1982 
(UNESCO, 1982, MINEDAF V). 
The idea of community orientation of the school 
derived directly from the cultural and social systems 
of the African continent (Bode, 1985). The rediscovery 
of the body responsible for the education of the 
younger generation reflects a phenomenon which was a 
matter of course in most African countries until the 
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emergence of colonial rule. Education was the task of 
the family and the clan, a collective obligation to 
prepare the young members of the community for their 
role in later life and ensure the survival of the 
group. 
As the shortcomings of the educational system 
adopted during the colonial era become more evident in 
the post-independence period (e.g., unemployment of 
school dropouts, and cultural alienation); the more 
serious the deliberation became within Africa itself on 
the question of whether a revival of pre-colonial 
social institutions might help preserve African 
cultural identity. 
The best known approach towards reviving the 
values of traditional African society and examining 
their relevance to education reforms in the post¬ 
colonial era is the idea of President Julius Nyerere of 
Tanzania, education for self-reliance. Proceeding from 
the traditional African extended family and ethnic 
values attached to it, he attributes a new societal 
role to the educational system. The ultimate aim of 
all educational efforts undertaken in Tanzania is to 
improve local living conditions. 
The purpose of education is 
therefore the liberation of the 
individual by his development as a 
member of society... I should like 
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to be quite sure that our technical 
and practical education is 
education for creators, not for 
creatures. 
(Nyerere, p. 23) 
Discussion of the educational problems of Black 
Africans has taken place during a period of educational 
crisis for the Industrial Countries too (Bude, 1985). 
Radical critics of the traditional education system 
have called for the de-schooling of society and sought 
to introduce practical counter-models (Silverman, 1970; 
Illich, 1970). 
In spite of its justified criticisms and the 
shortcomings of educational systems in western 
countries, the deschooling movement has had little 
impact in Africa and has never been seen as an 
alternative to formal schooling. In fact, these ideas 
which, in many respects, were based on the premise of 
equality and social harmony, were suspect to many 
Africans, who feared that, under prevailing economic 
conditions, any deschooling or gradual reduction in 
capacity in the formal education sector would make the 
developing countries even more dependent on the 
industrialized countries (Dore, 1976). Yet the 
controversy which was sparked by the deschooling 
attempt in the industrialized countries also led 
African educators to search for alternative solutions 
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outside the formal school system, solutions which offer 
a development-oriented education for the masses. 
However, very soon it became obvious that all efforts 
undertaken at the national level in various countries 
to reform the non-school sector lagged behind the goals 
and objectives that had been set (Bude, 1985). it has 
become increasingly urgent to look for solutions which 
adapted the already existing formal school system to 
the needs and development perspectives of the African 
countries in order to achieve a better accommodation 
with contemporary socio-economic and cultural 
requirements. 
According to Bude (1985), it has not yet been 
possible to demonstrate how the concept of a community- 
oriented primary school can be implemented on a large 
scale. The reform efforts undertaken in Africa so far 
have been primarily in the form of pilot projects. 
National reform projects undertaken on a large scale 
have had little impact on practical work and have 
remained nothing more than the first steps towards 
change, are administered rather than implemented, and 
have tended to move away from the original reform 
objectives. As Khoi (1980) pointed out: 
"There is no doubt that there have 
been some minor reforms, in 
particular a greater emphasis on 
African history and geography, but 
generally it can be said that 
except for Guinea (former French 
Guinea) and Tanzania, there has 
been no fundamental change in the 
system of education itself which 
continues to mimic either the 
British or the French model." 
Indeed, in some countries, the similarities 
between metropolitan and post-colonial systems of 
education have increased rather than diminished since 
independence. This paradoxical situation prevails in 
much of the Third World, even though existing 
provisions are constantly under attack as a colonial 
inheritance dominated by metropolitan models. It is 
precisely the most international and conventional 
aspects of educational systems which are being vastly 
expanded and to which most of the scarce resources 
allotted to education are being devoted. With few 
exceptions, the reform of educational systems has been 
peripheral and unsystematic. The systems, the 
institutions, the curricula, and methodologies have 
survived largely unchanged and in practice largely 
unchallenged (Thompson, 1977). 
Quantitative expansion of existing systems does 
not itself represent any kind of reform, but instead, 
factor that intensifies the crisis not only of the 
educational system, but also of economic development. 
Expanding primary school systems without taking into 
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account their objective basis (e.g. available resources 
and the socio-economic setting) has the adverse effect 
of increasing the number of the unemployed and 
underemployed, losing resources invested, channeling 
more and more candidates for jobs into an already 
saturated modern sector, driving down wage levels for 
the employed, and turning the underdeveloped countries 
into an ideal investment area for the multinational 
companies with its adverse implications for the 
development of the respective countries (Abernathy, 
1979) . 
As this situation is becoming more evident in many 
parts of Africa, the optimism of the i960's and 1970's 
has been replaced by a great disillusionment. The 
cause of this disillusionment has been the manifest 
failure of many African countries to attain self- 
sustaining economic growth or achieve genuine political 
stability or maturity of any significant degree 
(Simmons, 1980). Education was held out as perhaps the 
most important single instrument for the attainment of 
modernization, and it was considered the bright hope of 
the post-colonial period; instead education has become 
a scapegoat at post-independence. 
Education has failed to provide expected solutions 
to the problem of development; its influence has been 
negative. With regard to the purported liberating and 
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egalitarian influence of education, its actual impact 
has been exactly the opposite both in intent and effect 
as evidenced by recent writings on political decay and 
breakdowns of modernization in Africa. According to 
^ksrnathy, herein lies the dilemma of popular 
education. It is both a necessary condition for 
political development and quite possibly a sufficient 
condition for political decay. The essential task of 
leaders, he adds, is to maximize the creative potential 
of their environment and minimize its destructive 
potential while doing this within the limits of what is 
politically and administratively feasible in the 
readily foreseeable future. 
One other approach would be what Shoeman (1981) 
called the "laborious" but effective process of 
developing African language into suitable media for 
instruction; he sees it as the only means of attaining 
the true Africanization of education so forcefully put 
forward in Addis Ababa in 1961. Language is central to 
a people's definition of themselves in relation to 
their natural and social environment; indeed in 
relation to the entire universe. 
According to Ngugi (1986), the partition of Africa 
at the Berlin conference in 1884 - 1885 was political, 
but it was also cultural. The partition effects are 
still being felt. The European division of Africa into 
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the different language areas is a critical issue. 
African countries, as colonies and even today as neo¬ 
colonies, came to be defined and to define themselves 
in terms of the languages of Europe: English-speaking, 
French-speaking, and Portugese-speaking African 
colonies. Mazrui (1977) expressed the same view when 
he stated: 
"European languages became so 
important to the Africans that they 
defined their own identities partly 
by reference to those languages. 
Africans began to describe each 
other in terms of being either 
French or English-speaking 
Africans. The continent itself was 
thought of in terms of French- 
speaking states or English-speaking 
states." 
The real aim of colonialism was to control 
people's wealth: What they produced, how they produced 
it, and how it was distributed. But its most important 
area of domination was the mental universe of the 
colonized (Bude, 1985); the control through culture of 
how people perceived themselves and their relationship 
to the world. Furthermore, economic and political 
control can never be complete or effective without 
mental control, and to control people's culture is to 
control their tools of self-definition in relationship 
to others (Ngugi, 1986). For colonialism, this 
involved two aspects of the same process, the 
59 
destruction or the deliberate undervaluing of a 
people's culture, history, education, and religion, and 
the conscious elevation of the language of the 
colonizer. This was crucial to the domination of the 
mental universe of the colonized, a process best 
described in Cheikh Hamidou Kane's novel. Ambiguous 
Adventure: 
"On the black continent, one began 
to understand that their real power 
resided not at all in the cannons 
of the first meeting, but in what 
followed the cannons. Therefore, 
behind the cannons was the new 
school. The new school had the 
nature of the cannon and the 
magnet; from the cannon it took the 
efficiency of a fighting weapon. 
But better than the canyon, it made 
the conquest permanent. 
Language was the most important vehicle through 
which that power fascinated and held the soul prisoner. 
The bullet was the means of physical subjugation. 
Language was the means of spiritual subjugation. This 
resulted in the disassociation of the sensibility of 
the African child from his natural and social 
environment, what Ngugi called "colonial alienation." 
As language is the medium by which a society 
apprehends itself and its environment, instruction in 
the non-African language will not only widen the gap 
between the milleau in school and the community, but 
60 
also transmit to the pupils a pattern of thought and 
experience which largely deviates from that of their 
parents. 
The integration of local environment and 
rediscovery of traditional cultural values such as 
those included in the concept of a community-oriented 
primary school can be facilitated by the use of African 
language in school instruction. The interest taken by 
the community in primary school affairs is likely to be 
greater if potential communication barriers caused by 
the use of the official language that is understood and 
spoken by only a few are eliminated from the outset. 
"If no account is taken in 
education of the specification of 
the cultural milleau, education 
will develop into a societal 
consumer institution which does not 
extend any influence on the real 
living conditions of a people — 
this process is designated as 
'acculturation.'" 
(Lasseru, 1980) 
Out of fear that unity might be endangered if, from a 
host of African vernaculars spoken within the 
boundaries of a country, one or a few are selected for 
the purpose of instruction, a number of African 
countries continue to adhere to the European language 
they inherited from colonial days. On the other hand, 
an increasing number of African states are proceeding 
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to employ national languages in primary education. 
However, approaches to educational reforms which draw 
on traditional values to develop an African pedagogy 
are still largely insufficient and even efforts which 
have been made have been denied the support of the 
established elite who, in many instances, use 
traditional behavior patterns for the purpose of 
personal enrichment (Bude, 1985). 
"Indeed the developing countries' 
elite who play a part in 
formulating educational policy are 
the keenest advocates of mother- 
tongue teaching, but their children 
are enrolled in private schools 
where the teaching is in French or 
English for example, and not in the 
local languages; or may even be 
sent to Europe." 
(Mazaba, 1979) 
One should be aware, however, that although the 
specifically environmental education provided within 
the cultural group or clan or community in precolonial 
Africa was well suited for incorporating the pupil into 
the existing community, the impact of historical change 
on the life of the cultural group has rendered 
traditional education unable to prepare its pupils for 
the changed situation. Presently, in the rural areas, 
forms of traditional education are still being 
practiced side by side with formal education. In the 
urban areas, however, traditional education receives 
smaller allocations and less attention, it is 
difficult, therefore, to replicate the traditional 
African system of education. As Ochuche and Otala 
(1987) so eloquently put it: 
The traditional agencies of 
socialization, the family, the kin 
group, social clubs and age grades 
are still crucial, but with 
modified and lessening roles. The 
cohesiveness of the village 
community is fairly weakened by the 
individualizing, educational and 
economic competitions in the new 
order." 
This changed social situation in Africa must therefore 
be taken as the basis of all plans for educational 
reform. 
"Recourse to the past can only 
serve to design a more humane 
future. Its purpose should not be 
to promote the indiscriminate 
adoption of values in a different 
historical setting." 
(Bude, 1985) 
A close investigation into the various forms of 
traditional African culture is a prerequisite for 
obtaining a more differentiated view of the 
possibilities opened up by recourse to the past, and 
for distinguishing those possibilities from other 
aspects which would continue to disadvantage certain 
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members of society. it is only recently that problems 
from the synthesis of Western and traditional education 
have been recognized (Bude, 1985; Mazrui, 1978) within 
African countries. 
Th® integration of local cultural elements into 
instruction in primary schools with the participation 
of the community may be the basis for closer 
cooperation and greater commitment on the part of the 
two institutions. The school may become a mediator 
between tradition and the modern world by critically 
dealing with various topics reflecting local culture 
and by placing them in the greater national context. 
"The school can either contribute 
towards deepening or fostering the 
apprehension of the cultural 
environment by endorsing its values 
for the socialization process and 
by integrating cultural 
manifestations into the learning 
content or it can ignore or even 
negate these values and activities, 
and thus accelerate the loss of 
cultural identity on the part of 
its pupils. 
(Bude, 1985) 
A word of warning comes from the late Amilear Cabral, 
the leader of Guinea-Bissau's war of independence, 
shared by Fishman and Chabal: They argue that in this 
search for relevance, it is important not to lose sight 
of the fact that no culture is a perfectly finished 
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whole. Culture, like history, is necessarily an 
expanding and developing phenomenon. Even more 
important, they argue, we must bear in mind that the 
fundamental characteristic of culture is its close, 
dependent and reciprocal connection with the economic 
and social reality of the environment and with the 
level of productive forces and the mode of production 
of the society which created it. Culture as the fruit 
of history reflects at all times the material and 
spiritual reality of the society, it follows from this 
that any culture contains essential and secondary 
elements, strengths and weaknesses, virtues and 
defects, positive and negative aspects, and factors for 
progress, stagnation, and regression. Whereas it is 
true that much harm has been done to the understanding 
of African cultural values by analysis based upon 
racist feelings and intentions of perpetuating 
exploitation by foreigners, no less harmful is the 
systematic exaltation of African cultures without 
criticism of their shortcomings, and blind acceptance 
of cultural values without consideration of possible 
negative and regressive aspects. Thus, a return to the 
sources does not necessarily mean indiscriminate return 
to traditions (Cabral, 1973). 
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The Need for Synthesis 
Remarkable advances have been made since 
independence. The nations of sub-saharan Africa have 
invested heavily in education and achieved impressive 
gains in a number of areas (World Bank Policy Study, 
Education in Sub-Saharan Africa. 1988). From i960 to 
1983, gross primary enrollment in the region increased 
from 36 to 75 percent, and secondary enrollment rose 
from 3 to 20 percent. Adult literacy rates increased 
from around 10 to 42 percent, and the average number of 
years of education for the working population more than 
tripled from about 1 year in 1970 to 3.3 years in 1983. 
However, African states, for not having been 
"vectors" (Kodfo, 1987) of genuine schemes for African 
societies have allowed the proliferation of value 
systems and civilizations that, having been evolved 
outside are, above all models, adverse to traditional 
African societies. It is in this context that 
education, even reformed education, continues to play 
its pre-independence role: The school is still a means 
of social promotion, but it has rarely been the means 
to education and training for a better understanding of 
the world or full participation in society. We find 
African countries confronted by problems that seem 
insurmountable. The definition of these problems has 
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led the new leaders towards the belief that educational 
reform is the key not only to economic development but 
also the key to a country's cultural self-appraisal. 
As education is bound to express, whether overtly or 
not, views about a desired form of society and about 
individual opportunities and responsibilities, within 
it a social cultural understanding of education is a 
prerequisite for planning it; therefore in approaching 
educational development, the African states must have a 
view concerning the type of future conditions their 
countries were supposed to attain (Dube, 1976). The 
idea of progress in educational development had to be 
linked to some conceptual framework about the social 
consequences of the changes that were planned. 
Although the new leaders have noticed the Western 
educational contribution toward modernization, they 
have also recognized deficiencies in the system, 
notably the rapid disintigration of the ethnic 
community, the breakdown of family life, the refusal to 
return to the land, and the rise of unemployment, 
delinquency and crime, a situation not conducive to 
economic progress and nation building. 
The consensus among African governments was to 
develop an educational system grounded in the best and 
most relevant features of the past but geared to 
prepare students to take their places in a rapidly 
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changing society. Some of the most outstanding 
features of the traditional past which African 
political leaders have deemed important and which they 
would like to see brought in the schools are: 
1. Social obligation and responsibility 
2. Social equality; 
3. Social cohesiveness; and 
4. Social cooperation 
(Urch, 1967) 
Educational development in Africa has had a two-pronged 
thrust of advancing the people towards modernization 
and preserving traditional values that are considered 
essential to the African character (Dube, 1976). This 
policy of reinforcing development of the past while 
promoting development of the new, seeks a thorough re¬ 
examination and reassessment of the systems of 
lifestyles, customs, and traditions of both traditional 
and present-day African societies. Thus, an attempt to 
build a coherent pattern of living by balancing the two 
worlds should be made: 
"Whereas traditionalism of various 
kinds seeks a return to or 
preservation of the genuine past, 
nationalism seeks to render the 
present a rational continuation of 
the past. Indeed, it seeks and 
creates a usable past." 
(J. Fishman, 1972) 
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Cole Brembeck (1969) and Grandstet (1973) wrote that 
any problem has its own distinctive context, and that 
the context dictates at least in part the method of 
inquiry appropriate to the problem. Thus, the problems 
of educational development in Africa can be seen within 
the context of the African society and the processes 
that are taking place in the promotion of 
modernization. 
In countries where education has developed side by 
side with social and political institutions, the need 
for a conscienciously designed system for social change 
is less evident. In such situations, the educational 
system either leads the society towards new directions 
in an already developed technology, or it exists as a 
strengthening element of the social fabric of the given 
society. 
The existing educational structures were imposed 
on Africans by the colonial powers. Therefore, there 
is a need for a conscious effort to correlate 
educational development with social, economic and 
cultural development. This task is the challenge 
facing educators in independent Africa, and is made all 
the more difficult because although the process of 
change is inherent in both traditional and modern 
societies, the forces of change that link traditional 
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African education with modern education are not normal 
in that the factors that cause the change are not 
within a continuum (Dube, 1985). 
As a result, the state of the educational system 
preceeding modernization is in disharmony with the 
factors that induce modern educational development. In 
terms of values, there is no mutual dependence between 
the two systems. Thus, an educational structure is 
needed that takes into account the dynamics of cultural 
change and selects the best from the two worlds in 
order to improve all the populace. The best of African 
traditions is to be selected and adapted to the 
curriculum with the expressed purpose of preparing 
students for social change. The "good" in the Western 
world is also to be incorporated into schools and 
adapted to the needs of the people. Education in 
present day Africa should be able to blend the best of 
two cultures in order to assist the African in a 
difficult process of adjustment and prepare him/her to 
meet the challenges of facing a rapidly changing 
society. To plan such an educational system, 
policymakers have to be able to answer questions such 
as the following: To what extent is it possible to 
import Western technical and technological skills 
without at the same time importing aspects of the 
Western way of life that are relevant and necessary for 
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the use of such skills? Secondly, to what extent might 
such skills devoid of their relevant Western 
accoutrements succeed in the African cultural context? 
Thirdly, can there be a return to traditional African 
values without sacrificing any possibility of a 
scientific or technological revolution? (Lakdi & 
Mazrui, 1983 ) . 
It was Mahatma Ghandi (1927) who once said: 
"I want the culture of other 
countries to blow through the 
windows of my house, but I do not 
want to be swept off my feet by any 
of them." 
(Mahatma Gandhi, p. 979) 
Appropriately enough, Africa seems to be blown off her 
feet by Western European culture through the schools. 
The curriculum in African schools is characterized by 
the negation or at best a second place position for 
African culture and interests. Even in some schools 
where the African perspective has been offered in name, 
content and methodology, it is approached from a 
European viewpoint. (See Table 3 for a summary of 
curricula in African countries). It is a fact 
vindicated by many consciencious African educators that 
a good deal of what goes on in Africa today under the 
banner of "education" is consumptive (Okeke, 1965). It 
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is dangerous, Okeke contends, to go overboard in either 
direction in educational reform. Kodfo (1987), seems 
to share this view when he stated that: 
"Too much reform and Africanization 
have led to a constricting system 
that narrows the basis of education 
and confines it to a small 
framework that in the end limits 
the very perception of the pupils." 
There is, however, a unanimous agreement among African 
governments and educators for educational reforms, a 
reform that will truly instill the Africanness in the 
schools and reflect the pride of being an African. 
The various papers and reports submitted at the 
Conference of African states on the Development of 
Education in Africa (Ethiopia, 1966) resounded with 
echoes of educational reform for relevance. African 
leaders and educators strongly believe that it is in 
the realm of education that their aspiration for 
national development and political mobilization, self- 
identity, pride and national economic determinism will 
be fulfilled. 
In their attempts to reconcile educational 
development with the realities of their countries, 
African governments have to confront their position in 
international relations. Developing countries are tied 
in different degrees to and dependent upon an 
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international network of economic wealth and political 
power over which they have little or no control. 
Profit distribution is set and controlled by the richer 
industrialized nations of Western Europe and North 
America. Furthermore, both the resources available for 
allocation and the priorities for such allocation are 
in some instances determined by government and 
corporate agencies guided primarily by their own 
interests (P. Altbach, 1978). This economic and 
political relationship between developing countries and 
rich industrial countries has been termed dependency 
and is defined as a "situation in which the economy of 
certain countries is conditioned by the development and 
expansion of another economy to which the former is 
subjected" (Dos Santos, 1980). 
According to Wallerstein (1961), international 
dependence as part of the world system has implications 
well beyond economic structures. Elements such as 
language, religion, ideology, institutions, class, 
education, etc., were all created or shaped by the 
world economy. Radical structuralists argue that in 
fact formal and informal linkages kept educational 
systems in developing countries tied to those in the 
developed countries. Imperialism, colonialism and the 
world economic system spread capitalism and its 
75 
supporting form of education around the world (D. 
Adams, 1968). 
The Dependency School saw education as an integral 
component of international capitalism, and therefore as 
a means explicitly used by the center (developed 
countries) to control the periphery (developing 
countries). in developing countries, the school is not 
only the product of the socio-economic and political 
defects occurring there, but also the perpetuating 
factor behind them (A. Steger, 1982). 
Educational dependence has attracted much 
attention over the last decade as educators and other 
social scientists tested the assumptions that: 
* transfers of knowledge tend to intensify divisions 
within the perceptual countries; 
* dependent education helps to form markets in 
perceptual countries for economic and cultural 
products of the center; 
* Education itself could be viewed as a 
commodity; textbooks, experts, consultants in 
the center are sold for profit to the periphery. 
According to Watson (1984), "Not only is most 
economic and industrial power and wealth concentrated 
in developed countries, but the majority of 
intellectual and educational institutions are also 
concentrated there. The majority of the world's 
leading universities, research institutions, academic 
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journals, publishing houses, and libraries of research 
facilities are also concentrated in developed 
countries. Developing countries seeking to introduce 
any of these particular areas must look to the 
developed countries for leadership and assistance; as 
such they become more dependent than ever. 
The African University, Mazrui contends, is the 
clearest manifestation of cultural domination; just as 
economic penetration manifested itself through 
multinational companies, cultural penetration is 
manifested in African schools; these two "Multinational 
Institutions" have been mutually reinforcing. "The 
University is a cultural corporation with political and 
economic consequences, the multinational commercial 
company is an economic corporation with political and 
cultural consequences." (A. Mazrui, 1981). 
Given the high degree to which education in any 
society is a function of its social, economic and 
political envisionment, planning of educational 
development in a dependent country is conditioned in 
terms of resources available to the country for 
investment in education, as well as by an international 
alliance of dominant economic interests. One can argue 
therefore, that generally, educational planning in 
developing countries is part and parcel of the pattern 
of dependence on the outside world. K. Watson (1984) 
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argues that the triple jeopardy of foreign economics, 
an alien model of educational development and planning, 
and high dependence on outside financing for 
educational development turns the development of a 
genuinely indigenous model of education and educational 
planning into a very difficult task. 
Eager to fill the void left by Western models of 
education, African leaders have been trying for decades 
Africanize; unfortunately post—colonial educators 
("foreign experts") do not seem to notice this 
phenomenon; rather they tend to think in terms of more 
and more substantive adaptation as if it were only by 
an overdose of European curriculum that African schools 
could be improved. 
Despite their disadvantaged positions, Mazrui 
argues, it is not in the best interest of developing 
countries to cut themselves off from the international 
network on which they depend. The major task of 
educators and policymakers in Africa revolve around 
answering three questions he termed "imperative": 
1. How can knowledge which is transferred to the 
Third World or been disseminated among its 
people be made the basis for self-generating 
additional knowledge? This is the imperative 
of innovation; 
2. How can knowledge so created or exchanged be 
mobilized to reduce the economic and cultural 
dependency of the third world upon the 
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industrial nations? 
de-colonization. 
This is the imperative of 
3) 
mnMn /l1 available potential knowledge 
,bllize^ to improve the living standards 
the people of the third world, enrich thei 
lives and fulfill their creative 
development'637 ThiS 13 the Native of 
be 
of 
r 
(Mazrui, 1981) 
Africa's educational problems are complex, but so 
must be the solution to Africa's educational problems. 
It certainly requires more than adaptations here and 
there; a lasting solution must be autochthomous, that 
is, it must originate from the grass roots of Africa 
and must be anchored on purely African styles. it is 
the task of education to demonstrate that 
traditionalism and progressivism can be compatible. 
The answer may lie in the dual strategy (Mazrui, 1981) 
of Africanizing humanistic studies on the one hand and 
vocational training on the other. 
Africanizing humanistic studies might need to be 
accompanied by more research into traditional methods 
of African education and how it handled the 
relationship between values and skills. Education 
should be adapted to the mentality, aptitudes, 
occupations and traditions of the various people, 
connecting as far as possible all sound and healthy 
elements in the fabric of their social life; adapting 
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them where necessary to changed circumstances and 
progressive ideas, as an agent of national growth and 
evaluation. Recognizing the nature of the African 
predicament, Tom L. Mboya (1964), in his work African 
Socialism, made the following comment: 
"Let us go abroad to ask for loans 
and technicial skills, not for 
ideas and ideologies. We must come 
forward ready to build the Africa 
of our own vision and dreams and 
not the blueprints of the West or 
the East.” 
As Mboya points out, the vision is there already, but 
Africans have to conceptualize it by thoroughly 
reexamining the customs and traditions that were deemed 
valuable and viable in pre-colonial Africa and finding 
out how they can be incorporated to improve education 
in Africa today. 
CHAPTER I I | 
RESEARCH METHODOLOGY 
Introduction 
This chapter presents a detailed description of 
the methodology, rationale and procedures used in 
researching, reporting, describing and analyzing the 
data on the relevance and efficiency of primary school 
education in Guinea-Bissau. It is important to 
consider the methodology in relationship to the goals 
of the study and in the perspective of the material 
being analyzed. 
The study was designed to capture the perceptions 
of the subjects on the issue of quality, relevance and 
efficiency of primary school education in Guinea- 
Bissau. In order to accomplish the goals of this 
study, qualitative and quantitative techniques were 
combined with historical perspectives and personal 
experiences were utilized to provide different views 
and perspectives on the issues being studied. 
Interviews 
A face-to-face in-depth interview consisting of 
open-ended questions was used. For this purpose, an 
interview guide was developed and mailed in advance to 
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each interviewee. This strategy was used in order to 
get the subjects acquainted with the topic so they 
could organize their thoughts more coherently and thus 
be more focused during the interview. 
"Qualitative methodology refers to 
those research strategies such as 
participant observation, in-depth 
interviewing, total participation 
in the activity being investigated, 
field work, etc., which allow the 
researcher to obtain first-hand 
knowledge about the empirical 
social world in question." 
(Filstead, 1970, p. 6) 
This approach — intensive interview with an interview 
guide — is referred to by Lofland (1971) as a 
"flexible strategy of discovery" that provides a 
framework within which respondants can express their 
own understanding in their own terms in a way that 
represents accurately and thoroughly their points of 
view about the topic. The interview guide simply 
serves as a basic checklist during the interview to 
make sure that all relevant topics are covered (Patton, 
1980). "Intensive interviewing" with an interview 
guide allows the researcher to question subjects about 
general areas of interest to the researcher while 
allowing the subjects the freedom to digress into areas 
not anticipated by the researcher. The objective of 
this approach is: 
"...to elicit from the interviewee 
what he/she considers to be 
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important questions relative to a 
given topic; his/her description of 
some situation being explored... to 
carry on a guided conversation and 
to elicit detailed materials that 
can be used in qualitative 
analysis." (Lofland, 1971, p. 76) 
The interviews lasted approximately 35 to 40 minutes 
each. In addition to taking notes during the 
interviews, the use of an audio tape was agreed upon by 
the subjects. The use of an audio tape during the 
interview is supported by the literature (Taylor & 
Bogden, 1984; Lofland, 1971; Patton, 1980). "A 
recorder allows the interviewer to capture so much more 
than he or she could rely on from memory" (Taylor & 
Bogden, 1984). 
Patton (1980) shares this perspective when he 
says, "in addition to increasing the accuracy of data 
collection, the use of a tape recorder permits the 
interviewer to be more attentive to the interviewee." 
According to Lofland (1971), "If conceivably possible, 
tape record, then one can interview." 
"The tape recorder does not 
eliminate the need for taking notes 
... since notes taken during the 
interview can help the interviewer 
to formulate new questions as the 
interview moves along... and 
facilitate later analysis." 
(Patton, 1980, p. 247) 
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Survey Questionnaire 
A survey questionnaire consisting of both 
structured and unstructured questions was mailed to all 
Guinea-Bissau students who are currently studying in 
the United States. To increase the rate of return, a 
self-addressed stamped envelope was included. 
Depending on the response rate, telephone calls were 
used as a follow-up measure. 
"Quantitative measurement relies 
upon the use of instruments that 
provide a standardized framework in 
order to limit data collection to 
certain predetermined responses or 
analysis categories." (Patton, 
1980, p. 22) 
The questionnaire was pretested using work group 
members who are also university students. This 
strategy is consistent with Seltiz et al (1967) who 
state "the people interviewed on the pretest should be 
similar in characteristic to those who will be 
interviewed in the final study." 
Borg and Gall (1979) agree with the importance of 
pretesting the questionnaire and the selection of 
participants: 
"...it is very desirable to carry 
out a thorough pretest of your 
questionnaire before using it in 
your study. For your pretest, you 
should select a sample of 
individuals from a population 
similar to that from which you plan 
to draw your research subjects." 
(p. 30) 
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Participants in the pretest were encouraged to discuss 
any questions which were unclear or difficult to 
answer, and their specific suggestions for refinement 
and improvement were solicited. This process helped 
the researcher identify ambiguities in the 
questionnaire. As Seltiz et al (1967) pointed out, "a 
valuable part of the pretest is discussions of 
questions with the respondants after they have answered 
them" (p. 551). Pretesting the questionnaire yields 
data concerning instrument deficiencies as well as 
suggestions for improvement. (Gay, 1976). 
Comments and suggestions for improvement given by 
the pretest participants were considered and 
incorporated into the final design of the 
questionnaire. To ensure the format and structural 
qualities of the document, the questionnaire was 
reviewed by two professionals in the field; this is 
consistent with Borg and Gall (1979), who state: 
"A poorly reproduced questionnaire 
indicates to the respondent that 
the study is of little importance 
to you or anyone else, in spite of 
your protestations to the 
contrary... the more expensive 
methods of duplication are usually 
worth the extra cost." (p. 303-304) 
Although the questions in both the interview guide and 
the survey questionnaire focused on concerns of the 
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researcher, an effort was made to tailor the questions 
as much as possible to the subjects' experiences. 
Opportunities were also provided in both the interviews 
and the survey questionnaire for respondants to raise 
new issues. 
Selection of Subjects 
Given the distance from the United States, the 
most appropriate sources of information available were 
people who have dealt with or are still involved with 
the Guinea-Bissau educational system or who have 
somehow been exposed to it. 
The first group, five in number, were officials in 
the United States who are responsible for educational 
projects in Guinea-Bissau. These interivewees were 
located at the World Bank, the State Department, and 
AID/AAI. This group was easily accessible, since they 
can be found in organizations which are located 10 to 
15 minutes apart. This is one of the reasons why face- 
to-face in-depth interviews were judged feasible. In 
addition, the interview process allowed a free flow of 
ideas and thought and provided the researcher with 
insights regarding the issues being discussed. The 
researcher had previously met or worked with some of 
these subjects in projects related to the topic. This 
prior history helped the researcher to gain access. 
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capture the interest, and facilitate in establishing 
rapport between the interviewees and the interviewer. 
The ability of the researcher to gain access or 
acceptance by the subjects is considered by Lofland 
(1971) as "the first truly social moment of 
naturalistic investigation: getting in, and gaining the 
acceptance of the people being studied" (p. 24). 
Lofland also suggest some guidelines for success in 
gaining access when they contend, "you are more likely 
to be successful in your quest for access if you enter 
negotiations armed with connections, accounts, 
knowledge, and courtesy" (p. 25). 
The researcher's success in gaining access and in 
establishing rapport can be explained by these 
criteria. This approach to access by use of 
connections is recommended by Lofland and Lofland: 
"...wherever possible, you should try to use pre¬ 
existing relations of trust to remove barriers to 
entrance" (p. 25). 
The second group of subjects consisted of 62 
students from Guinea-Bissau who are currently studying 
in the United States in different areas of 
concentration. This group includes both graduate and 
undergraduate students. Since the total population was 
surveyed, the study did not sacrifice the diversity of 
perceptions that could come from this group. This 
survey population is reflective not only of different 
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cultural backgrounds and ethnic affiliations, but also 
diverse perceptions from their different fields of 
concentration. 
A survey questionnaire was proposed for this group 
primarily because they are located all over the country 
(the United States), and it would be both difficult and 
expensive to conduct interviews. The majority of these 
students are colleagues of the researcher and some of 
them are parents, brothers and sisters of actual or 
potential primary school pupils as well as future 
leaders of Guinea-Bissau. This group was expected to 
take great interest in and commit the time necessary to 
complete the questionnaire. Seltiz et al (1967), 
describing the characteristics sought of respondants, 
said, "One is looking for provocative ideas and useful 
insights... thus the respondants must be chosen because 
of the likelihood that they will offer the 
contributions sought" (p. 14). 
The researcher is part of both groups as a student 
from Guinea-Bissau while, at the same time, serving as 
an official of the Ministry of Education. This 
strategy is recommended in the literature. Diesing 
(1971) states that the "researcher's first and 
continuous task is to become part of the community or 
the group he is studying" (p. 144). 
Argyris (1960) contends, "It is difficult to see 
how the researcher will uncover underlying problems if 
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he/she tries to be neutral. A neutral observer runs 
the risks of being alienated from his subjects" (p. 
115) . 
Including the researcher as a participant is 
strongly emphasized by Seltiz (1967): 
"Scientists are often so 
preoccupied with the importance of 
objectivity that they actively 
strive to maintain as great a 
distance as they can between 
themselves and the objects of their 
study. In the stages of research 
in which one is looking for ideas 
rather than conclusions, such 
objectivity may be inappropriate." 
(p. 64) 
The reason for that is, according to Seltiz et al: 
"A review of the investigator's own 
experience and a careful 
examination of his reactions as he 
attempts to "project himself into 
the situation of the subject he is 
studying may be a valuable source 
of insights..." (p. 64). 
The researcher's five years of experience on the job as 
an educational planner was an invaluable source of 
information to the study. The researcher's interest in 
the topic developed out of a need to understand some of 
the issues facing primary school education and the 
impact of those issues on the promotion rate and the 
quality of education. This study will equip the 
researcher with the knowledge and skills needed to deal 
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with these issues as an educational planner in Guinea- 
Bissau . 
Data Collection 
Having chosen the subjects to participate in the 
study, the researcher concentrated on the data 
collection procedure. Before mailing the 62 
questionnaires, the respondents were pre-contacted by 
telephone and postcards; this method has been found in 
several studies to increase the response rate. 
The first wave of mail resulted in 65 percent mail 
back response rate. As a follow-up measure, a 
telephone call and a letter along with another copy of 
the questionnaire and a self-addressed stamped envelope 
was sent out to individuals who had not responded, the 
second wave of mail brought the return rate to 97 
percent. The analysis of the responses was based upon 
both qualitative and quantitative techniques. 
The interview contained those questions which the 
researcher thought would be most effective in eliciting 
from the participants various aspects of their 
perception about the relevance of primary school 
education in Guinea-Bissau. As with the survey 
questionnaire, the content of the interview was based 
on the researcher's knowledge and experience of the 
educational system under study. It contained 
references to broad topics including the following: 
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* Quality of primary school education 
* Topics related to the management of primary 
school systems 
* Topics related to participation in decision 
making 
* Capability of the Ministry of Education to 
achieve the targets and goals set for primary 
school education. 
* Interviewee's perception about problems facing 
primary school education 
Patton (1980) states that "the major way in which the 
qualitative methodology seeks to understand the 
perceptions, feelings, and knowledge of people is 
through in-depth, intensive interviewing" (p. 29). 
According to Whyte (1982), a successful interview must 
be planned in advance (p. 11). Acting upon this 
recommendation, three weeks before the interview date, 
the researcher contacted each of the five selected 
officials by phone, requesting their suggestions 
regarding the procedures for the interview. In 
addition, an interview guide and a cover letter 
explaining the purpose of the study was mailed to them. 
"The interview guide provides a 
framework within which the 
interviewer would develop 
questions, sequence these questions 
and make decisions about which 
information to pursue in greater 
detail." Patton (1980) 
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The researcher used the interview guide first in a 
interview. This was an attempt to provide as much 
as possible complete and detailed responses to the 
questions in the guide, thus simulating a normal 
interview situation. The researcher chose to interview 
herself first among other reasons, as a means of pilot 
testing the interview guide. 
The five interviews were conducted individually in 
the subjects' offices. Four out of the five interviews 
were tape recorded and the tapes and notes from 
interviews were transcribed. Before the actual 
interview began, the researcher in each case presented 
an overview of the purpose of the study, her particular 
role and interest in the topic, the subject's role and 
reassurance of anonymity and confidentiality. 
"The interviewer can do much to 
establish the tone of the interview 
by clarifying at the outset the 
purposes of the inquiry and 
defining his role as well as that 
of the other interviewees. It is 
for him to set a stage so that 
others will have genuine interest 
in playing their parts." Kenday, 
p. 17) 
Because the researcher already had a relationship with 
some of the participants, some rapport already existed. 
In fact, the goals of the researcher were shared by 
some of the subjects, who in the course of doing their 
job, had experienced some of the problems addressed in 
the study. Consequently, meeting the needs of the 
92 
researcher also served to meet similar needs of the 
subjects (Argyris, 1984). 
The researcher is dependent on the subject's 
perception of her research as a primary motivating 
factor in inducing them to report valid information. 
Thus the research itself must somehow be perceived as 
need fulfilling. The subjects must perceive the 
research as helping them to gain something which they 
desire. They must feel they are contributing to 
something whose completion will be quite satisfying to 
them. 
Establishing rapport is considered to be crucial 
to the success of the in-depth interview, as rapport is 
important in order to ensure a high degree of honesty 
on the part of the subject. Also when there is 
rapport, the subjects feels comfortable in expressing 
their own opinions and the interviews evolve in a very 
cooperative and comfortable environment. 
During the interview, the subjects spoke freely 
and as new topics were introduced, the conversation 
often followed its own course throughout the process. 
The researcher was careful to remain flexible. 
"We advocate a rather loose and 
liberal handling of a questionnaire 
(i.e. guide) by an interviewer. It 
seems to us much more important 
that the question be fixed in its 
meaning than its wording. This new 
emphasis places the responsibility 
on the interviewer, for, knowing 
exactly what he is trying to 
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discover it permits him to vary the 
wordings in accordance with the 
experience of the respondent. This 
is the principle of division. It 
consists in adapting the pattern of 
our questionnaire to the structural 
pattern of experience of the 
respondent from whom we are seeking 
our information." (P. Lazarsfeld, 
1972, p. 193) 
Presentation and Data Analysis 
For the presentation and analysis of the data, the 
researcher attempted to follow Becker's stages of data 
analysis: a) The selection and definition of problems, 
concepts and indices; and b) The check on the 
frequency and distribution of individual findings into 
a model that fits the subject matter under study. 
In addition, the researcher made a point of 
summarizing the interview material within twenty four 
hours of the interview. Accuracy was improved by a 
respect for and understanding of the methodological 
implications of the tools used, regular and consistent 
reporting procedures and error checking with a 
colleague. 
CHAPTER IV 
GUINEA-BISSAU: BACKGROUND ON THE DEVELOPMENT OF 
NATIONAL EDUCATION 
Introduction 
Located in the west coast of Africa, Guinea-Bissau 
is one of the sub-sahara's smallest countries with a 
land area of about 40,000 square kilometers. It has a 
population of about nine hundred thousand, with a per 
capita income of approximately U.S. $200 (1982). 
Approximately 73% of the population lives in rural 
areas distributed in 3,600 villages (United Nations 
Population Division, 1986-87), and they are mostly 
working as peasant farmers, artisans and traders. The 
1979 population census (the only one conducted since 
independence) has identified 33 major ethnic groups, 
each having its own language and traditional customs, 
often not understood outside a very limited area. 
Administratively, the country is divided into 8 
regions which themselves are subdivided into 37 
sectors, plus the autonomous sector of Bissau, with 13% 
of the total population (The First Development Plan, 
Ministry of Economic Planning - Republic of Guinea- 
Bissau, 1982). The capital city of Bissau is the 
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financial, commercial and administrative center of the 
country. Guinea-Bissau is a nonaligned nation ruled by 
the P. A. I. G. C. (The African Party for the 
Independence of Guinea-Bissau and the Cape Verde 
Islands), the sole political party of the state. This 
party was responsible for the liberation of Guinea- 
Bissau and the Cape Verde Islands from Portugese 
colonialism, thus achieving their independence in 1974 
and 1975 respectively, after 11 years of armed 
struggle. 
Guinea-Bissau's economy is essentially 
agricultural. In 1982 the First National Development 
Plan was drawn. The government preferred a development 
strategy that assigned clear priority to agriculture 
and the rural villages. It also looked at a balanced 
development for the whole economy, agriculture vs. 
industry, urban versus rural. Rural development and 
the improvement of everyday life in village communities 
was seen as the key element in the process of building 
a new society. The Educational Sector was supposed to 
contribute to the building of an autonomous and 
egalitarian society, thus the overall educational 
strategy must be linked to the process of national 
reconstruction. The present educational system, 
however, does not fulfill this role, as it is entirely 
cut off from the daily life and social experience of 
the pupils. It has been reproducing rather than 
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reducing social inequalities, it has exacerbated rather 
than curbed the imbalance between city and countryside. 
This chapter identifies and discusses some crucial 
factors which are responsible for the creation and 
maintenance of the present educational system by 
presenting an overview of the development of national 
education from the Colonial era to the present. 
Colonial Period 
The history of Western Education in Guinea-Bissau and 
Africa in general is tied up with the history of 
Christian missionaries, who used it to spread their 
gospels. By 1900, education became the concern of 
Colonial Administration with the sole purpose of 
maintaining and strengthening Colonial Administration. 
The objective of Colonial Administration was to train 
Africans as subordinates in the administrative 
structure and to serve as a link with the general 
population. To achieve this, the basic task of these 
schools was to eliminate the African mentality by 
alienating the pupil from the values, traditions, and 
culture of his/her land. The number of students was so 
limited that as late as the 1950's, there were only 13 
primary schools run by the colonial government, serving 
approximately 1,000 pupils (Gali and Jones, 1987). As 
the war of national liberation intensified. General 
then the chief official representing Spinola, who was 
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the Portugese government in the country, increased the 
number of schools significantly so that by 1973, there 
were 179 State Primary Schools. These schools were 
established mostly in the strategic villages and served 
about 46,000 students (Swedish International 
Development Authority, 1982). It must be pointed out 
that very few of these pupils ever had access to a 
secondary education, which was reserved mainly for the 
Portugese children and those of some few privileged 
Africans. The students attended four years of primary 
schooling, plus a two year intermediate level - the 
equivalent of an American junior high school. There 
was only one high school, centered in the capital city 
of Bissau, serving the whole country. This explains 
its limited accessibility to the vast majority of the 
student population. There was also a technical 
training school and a teacher training school, both 
located in the capital. 
The socio-economic structure of the colonial era 
allowed very few Guineans access to higher learning. 
It should thus not come as a surprise that after five 
centuries of colonization, only fourteen Guineans had 
university degrees, and eleven had earned diplomas 
(Ministry of Education, GEP, 1980). 
Colonial education had a practical and ideological 
function. It was designed to inculcate into the pupils 
skills for working in the colonial 
the necessary 
service and to alienate them from African culture and 
society. As Amilcar Cabral, the late leader of the P. 
A. I. C. G. so eloquently described it: 
98 
"Portugese education belittles 
African culture and civilization. 
African languages are forbidden in 
schools. The white man is always 
presented as a superior being, and 
the African as an inferior being. 
The colonial conquerors are 
depicted as saints and heroes. 
African children acquire an 
inferiority complex, as soon as 
they start school, they learn to 
fear the white man and to be 
ashamed of being African. African 
geography, history and culture are 
not mentioned or are falsified, 
while the pupil is forced to study 
everything connected with the 
reality of Portugal." (A. Cabral, 
1979, p. 11). 
The result of the colonial school was the 
formation of a very small segment of colonized people 
who were called Assimilados (assimilated). These 
assimilated people enjoyed a higher standard of living 
than the vast majority of the African population. This 
new class, which was indispensable to the colonial 
system (A. Cabral, 1979) falls between the popular 
masses and the minority of local representitives of the 
foreign dominating class. It aspired to a similar, if 
not identical life-style to that of the foreign 
minority, but it cannot overcome the barriers imposed 
by the system. Thus, he/she cannot escape its 
condition as a "marginal" or "marginalized" class. 
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According to Cabral, in the context of this daily 
tragedy, against the background of violent 
confrontation between the popular masses and the 
dominant colonial class, the Assimilado begins 
increasingly to feel bitterness or a frustration 
complex and at the same time, an urgent need to dispute 
its marginality and find an identity. 
Amilcar Cabral and early leaders of the P. A. I. 
G. C. were educated in the colonial system. Cabral was 
conscious of and critical of its alienating influence, 
and called for a "return to the source". He 
conceptualized the struggle for national liberation in 
cultural as well as material terms (Gali and Jones, 
1987). The struggle against colonialism was for 
Amilcar Cabral an act of cultural affirmation. 
National Liberation 
From the beginning of the national liberation 
struggle in 1961, education was a fundamental 
preoccupation of the P. A. I. G. C. The progress of 
the struggle facilitated the spread of a school network 
in the liberated zones. Between 1964 and 1973, the P. 
A. I. G. C. created 164 primary schools in the 
liberated zones with an enrollment of 14,531 students 
(Gali and Jones, 1987). The curriculum emphasized 
political training, technical training and the 
transformation of individual behaviors. 
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One of the most important pedagogical principles 
that evolved from this experience was learning by 
doing; that is, the principle that intellectual 
activities and physical work must be linked and 
coordinated together. Another principle was that 
schools should be immersed in everyday realities. The 
pedagogical experiences of these so-called "bush 
schools" in the liberated zones during the struggle for 
independence was instrumental and influencial and gave 
rise to the notion of productive work which the P. A. 
I. G. C. tried to incorporate into the Primary School 
curriculum after independence. 
Independence Era 
Following independence in 1974, the government 
tried to ensure that the development of the educational 
sector proceeded in accordance with the overall 
development goals and objectives of the country. 
National independence marked the end of one phase, that 
of armed struggle, and the beginning of another, that 
of national reconstruction. Education was declared by 
the government to be "a right and duty of all 
citizens." The policies that followed were guided by 
three major principles: 
n Education should promote the complete growth 
of the individual in order that he/she can 
assess the choices open to him/her in the 
light of the principles laid down by the 
party. 
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2) The democratization of education, whether 
understood as equality of access or as 
equality of opportunity requires a 
transformation of the entire system of 
relations of the organization and 
administration of education. 
3) Education should incorporate all potential 
aspects of traditional African knowledge, 
both through research activities and through 
integration into the communities. 
(Reformas do Ensino - Ministry of Education, 
1978). 
In a great effort to catch up with the neighboring 
countries, the government urged the Ministry of 
Education to devise a strategy for eradicating 
illiteracy by the year 2000, to expand and institute 
free primary school education of 6 years and to gear 
the curriculum towards agriculture. As far as training 
is concerned, preference was to be given to vocational 
training. Higher education was to be guided by the 
needs of economic development (Ministry of Economic 
Planning, The First Development Plan, 1982). A sense 
of crisis was shaped by the convergence of several 
issues: 
- The need for local manpower to replace 
departing Portugese expatriate staffs. 
- The political dilemma of inequalities in the 
distribution of colonial infrastructure. 
Political demands for expanded educational 
opportunities, new political elites needed for 
a dramatic, far-reaching welfare scheme to 
popular support. 
I 
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- The compelling necessity to spend a 
disproportionate portion of the national income 
on education in the belief that formal 
education is a critical partner in development. 
The perception by individuals and groups that 
western schooling is the key to upward 
mobility. 
Scores of thousands of children and young people 
streamed to the schools in 1974. There was an 
explosion in school enrollment as the demand for 
primary education continue to rise from 20,000 pupils 
in 1974 to 85,000 in 1975. Enrollment in Complementary 
Basic Education grew by fifty percent, followed by a 
massive demand for high school education, which grew by 
over 200%, from 4,612 in 1977/78 to 13,783 in 1983/84. 
The explosion in school enrollment gave rise to a 
key problem: how to respond adequately to this pressure 
from the masses demanding immediate access to schools 
for all, and at the same time how to transform 
education radically so as to adapt it to the 
requirements of building a new society. The practical 
problems were enormous: lack of school buildings, books 
and teaching aides; totally unsuitable programs; and 
teachers with insufficient and/or unsuitable training. 
Furthermore, instruction was in Portugese, a language 
alien to the thought processes of the pupils and one 
which was not used by them for daily communication in 
the family or the village community. 
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At the level of adult education, the challenge 
facing Guinea-Bissau educators was even greater. 
Colonialism had left the country with more than 95% of 
the adult population illiterate (D'Oliviera, M. D., 
1979). The official written language, Portugese, was 
virtually non-existant in the rural areas (Table 3 on 
Languages). The peasants spoke languages of their 
ethnic group, and in the best of cases, also a common 
language, the Creolo (derived from Portugese and 
African languages.) 
In the light of these factors, a basic question 
had to be asked; was it relevant and meaningful to 
teach a peasant how to read and write in a language 
which is absent from his or her daily life and social 
experience? It seemed evident that any mass-oriented 
literacy campaign in Portugese was doomed to fail. 
Literacy would be reduced to the learning of a strange 
and foreign linguistic code (D'Oliviera, M. D, 1979). 
People would inescapably tend to forget what they have 
learned but could not use as a tool to transform their 
social environment, and may therefore relapse into 
illiteracy. 
in spite of the scant financial resources, coupled 
with lack of trained teachers and administrators, 
schools were opened everywhere so that no child who 
desired education would be turned away for lack of 
space. School fees were eliminated so that as far as 
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possible no child would be denied education because 
his/her parents were too poor. Teachers were recruited 
based on the principle of the famous slogan; 
"All those who knew a little bit 
more should teach those who knew a 
little bit less." (A. Cabral, 1973) 
The famous Brazilian, Pedagogue Paulo Freire was 
invited by the government to help launch a massive 
literacy campaign throughout the country. By 1986/87, 
about 81,900 students were enrolled in 638 officially 
listed primary schoos, 89% in EBE (Elementary Basic 
Education), 11% in CBE (Complementary Basic Education), 
and 6,200 in the 9 Secondary (high) schools spread 
throughout the country (only the secondary schools in 
Bissau offer tenth and eleventh years). Enrollment 
data on "unofficial" schools are imprecise, but in 
Koranic school, for example, attendance was estimated 
at around 16,000. (World Bank, 1988). The Institute 
of Technical and Professional Training (ITFP), created 
in 1979, provides Technical Training in three centers: 
(1) industrial Training (CENFI); (2) Commerce and 
Administration (CENFA); and (3) Community Education 
(CEFC). 
Guinea-Bissau's educational system retains most of 
the characteristics of that of the colonial system. It 
comprises primary education with two cycles; Elementary 
Basic Education (EBE), Grades 1-4, and Complementary 
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Basic Education (CBE), grades 5-6; a secondary 
education with two cycles; Lower secondary (grades 7- 
9), subdivided into polyvalent (ESP) and technical 
(EST) streams, and higher secondary with only a 
technical stream, (EMP, Grades 10-13). Post-secondary 
education is available in a law school and a teacher 
training school for secondary level teachers, but these 
courses do not lead to any university degrees (See 
Figure 1). 
Full university education is acquired abroad 
mostly through scholarships offered by international 
organizations. At present, Guinea-Bissau has more than 
2,000 students abroad studying in various fields. 
(Ministry of Education Statistical Yearbook, 1985-86). 
In keeping with the national administrative 
structure of Guinea-Bissau, the Ministry of Education, 
Culture and Sports (MECD) has 9 regional and 37 
sectoral offices. The national system of education is 
administratively managed by a central office in Bissau 
which contains 45 different units. The organizational 
structure of MECD has undergone successive changes of 
late. Currently, MECD has two main divisions: (1) 
Education; and (2) Culture and Sports (See Figure 2). 
(Source: MECO - Annuario Estatistico de Educacao, Maio 1987) 
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Public Expenditures on Education 
The share of national education in the country's 
budget has been on the decline from 12.9% of the total 
government expenditure in 1982 to 11.2% in 1987 (World 
Bank Report #131GVB, 1988). Of the 1987 recurrent 
budget, 82.3% is allocated for Education, 6.5% to 
Culture and Sports, and 11.2% for Central 
Administration. The 1987 education recurrent budget 
was equivalent to a recurrent unit cost of less than 2% 
of GNP per capita, one of the lowest in Africa (20.7% 
average recurrent unit cost of primary education for 
Africa as percent of GNP per capita). Ministry of 
Education Budget expenditures for Central 
Administration represent about 20%; approximately 43% 
of MECD budget is allocated to primary education, of 
which 98% goes to salaries (MECD-GEP, 1986). Virtually 
nothing is left for teaching materials and qualitative 
improvements in the system. 
Efficiency 
The problems facing Guinea-Bissau's Educational 
System are enormous. The system faces critical 
educational and managerial problems. 
Despite the complete revision of texts at the 
primary level by 1981, the texts and syllabi provided 
failed in general to relate to the realities of the 
The system as it stands has mainly rural areas. 
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produced failure for the overwhelming majority of its 
students. As the UNESCO consultant to the ministry of 
education so eloquently put it: 
"If only one in 1,000 succeeds, 
this does not mean that Guineans 
are weak - it means that the school 
system is not adapted to them." 
(Jean Pierre Depri, 1983). 
An internal study calculated that it takes an 
average 11 years of schooling before a child completes 
the 4th grade of primary school (MECD, 1981). The same 
study showed that 30% of students repeat the school 
year and 54% of all enrollments do not even sit for 
final examinations at the end of the year. 
The poor quality of schooling reduces internal 
efficiency as poor achievement levels of students, and 
increased repetition rates contribute to student drop¬ 
out rates, and reduce available places. Among 7 year 
olds, only 21% are actually literate, and only about 
58% of the primary school age (7-12 years) population 
is absorbed by the country's education system. About 
43% of the 7 year olds are locked out of grade 1 as the 
available places are occupied by the high number of 
repeaters (World Bank Report N7131-GUB, 1988). 
This low efficiency is due to many factors, some 
of which will be discussed later as they constitute a 
basis for recommendations. The following assumptions 
regarding the low efficiency can be drawn: a) problems 
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with the language of instruction and appropriateness of 
the curriculum; b) poor preparation of the teaching 
force; c) lack of appropriate instructional material; 
d) the poor conditions of school facilities; e) the 
present school calendar, which does not accommodate 
cultural holidays and busy periods of agriculture, and 
f) the opportunity cost of sending a child to school; 
(e.g. the utility of schooling vis-a-vis other possible 
activities in the rural areas such as harvesting and 
farming). 
Factors responsible for the failure of Guinea- 
Bissau education are not as straightforward as the 
above list seems to indicate; in fact, it is a much 
debated topic. Three causes are almost always 
mentioned in any discussion, and these are poor 
students, poor teachers, and poor facilities. 
Certainly all three causes can seriously hurt 
educational progress, but it is unlikely that any of 
these are the fundamental reason for educational 
failure in Guinea-Bissau. To blame students is really 
self-defeating; it would not be inaccurate to say that 
one of the functions of education is to make good 
students out of poor ones. On the other hand, to blame 
the teachers is even more serious, since all of the 
teachers were once students themselves. Which comes 
first, good teachers or good students? 
Ill 
There is some validity in blaming school 
facilities in Guinea-Bissau which are often poor; there 
is a chronic shortage of equipment and training 
materials. But all this need not discourage learning. 
One must remember that many of Africa's most learned 
and respected statesmen received their early education 
in schools which by today's standards were poorly 
equipped. Early missionary schools for example, had 
poor facilities yet most children who attended them 
learned to read and write. 
The presence of poor students, poor teachers, and 
poor facilities in Guinea-Bissau's educational system 
is symptomatic of a more fundamental problem: "The 
belief in imported models" and the misapplication of 
investment. In fact, as observed earlier, the Ministry 
of Education also faces serious management problems due 
to complex organizational structures plus shortage 
and/or underutilization or misplacement of qualified 
personnel. In addition, the Ministry suffers from 
weakness in facilities, equipment, materials and 
finances, all of which result in poor management and 
little systematic planning, which directly affects the 
appropriate rendering of services. Among a host of 
management problems, the following are worth 
mentioning: a) lack of coordination among heads of 
units and between the Central Services in Bissau and 
the regions; b) overly centralized decision making; c) 
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ill-defined operational policies and procedures; d) 
unclear designation of responsibilities; e) unnecessary 
duplication of efforts; f) little or no evaluation of 
programs; and g) lack of coordination of externally 
funded projects (The World Bank Report, 1988). 
In 1983, a seminar was held to evaluate the 
educational system. The participants concluded that 
the system was ineffective and inefficient (Ministry of 
Education - Avaliacao do Systema de Ensino 1983), and 
called for a reformation of education at all levels and 
greater community involvement in educational affairs. 
It became obvious during this seminar that a country 
like Guinea-Bissau cannot afford to sustain an 
educational system in which one level of education is 
purely and simply a waiting room for the next level 
which the majority of pupils cannot enter. These 
issues were addressed as early as 1977 by the Third 
Congress of the P. A. I. G. C.: 
"As a result of the educational 
system inherited from colonialism, 
only a small proportion of pupils 
who start primary school get as far 
as secondary school. Because this 
primary school did not represent a 
true process of learning since it 
was only a stage in the transition 
to another level, the vast majority 
of pupils who went no further than 
this without having learned 
anything useful for their 
integration into production and the 
community life. Individual success 
at school therefore meant growing 
away from the pupil's original 
social milleau. If we are to meet 
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our needs in accordance with our 
realities, we cannot allow an 
educational system far from serving 
the community as a whole, to 
continue serving the interests of 
only a small minority" 
(Report to the Third Congress of 
the P. A. I. G. C., 1977). 
Despite all their awareness, the truth is that 
Guinea-Bissau's educational system is still operating 
within the framework of the colonial system. The gap 
between study and work, between theory and practice 
continues to get wider and wider. "An education cut 
°ff from life can only make for a wider gap between the 
majority of the population, manual workers who cannot 
go to school, and the small minority who continue their 
theoretical studies and grow further and further away 
from the world of labor and the country." (D'Oliviera 
M. D. 1979). 
In its current, form, education in Guinea-Bissau 
is foreign, elitist, dysfunctional, and unrelated to 
the development goals of the country. Formal education 
has failed to provide solutions to the problem of 
development. Indeed, its influence has been negative. 
With regard to the purported liberating and nation 
building influences, its actual impact has been the 
opposite both in intent and effect. Great 
disillusionment has replaced the optimism of the post¬ 
independence era. 
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Side by side with this formal educational system 
which is sometimes called "modern", one finds in 
Guinea-Bissau the indigenous school systems. Far from 
dying out, the indigenous systems continue to grow 
strong. The government has come to the realization 
that it is time to bridge the gap between the 
indigenous and the formal systems of education. 
Education, according to the new policy, must help 
modernize the society and give it dynamism and 
resourcefulness so that it is not out of step with 
contemporary societies, and at the same time education 
must incorporate and help to conserve all potential 
aspects of traditional African knowledge. These ideas 
represent a resurgence of interest in the pedagogy of 
the "bush schools" from the period of the national 
liberation war. 
The government is confronting the situation. Now 
the questions facing educators are: 
1) Should these two systems be integrated or 
federated? 
2) What kinds of educational structure and 
management are to be established which would be 
in harmony with sound educational principles 
based on socio-economic and cultural realities 
of the country? 
3) What kind of language policy would boost 
economic development and satisfy the 
aspirations of Guinea-Bissau's population? 
The problem at this point is that there is no 
national consensus about what direction the 
country should take in language policy and 
planning. Guinea-Bissau, like many countries 
in Africa, is multilingual. Therefore, the 
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country not only has to contend with problems 
of economic development and national 
integration, but also the need to find an 
effective medium of instruction for its 
educational institutions. 
Education is considered by the government as the 
main vehicle through which general development of the 
country can be achieved. Such development cannot take 
place (Bokamba and Tillou, 1986) without incorporating 
into the educational system the vehicles of African 
cultures, and especially African language. 
The Language Situation 
Guinea-Bissau has approximately thirty three 
different languages spoken by various ethnic groups, 
plus Creolo, which functions as the Lingua Franca. 
Numerically, the most important ethnic groups are: 
Group_% of Population 
Balanta 27% 
Fula 23% 
Mandinga 12% 
Manj aco 11% 
Papel 10 
(1979 population census) 
(Please see Table 4, which depicts the regional 
distribution of the major ethnic groups.) 
As we can see from Table 4, with the exception of 
the autonomous sector of Bissau, all 8 regions show 
great homogeneity; the predominant ethnic groups can be 
represented from 40% to 75%. The sum of the two most 
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TABLE 4: LANGUAGE DISTRIBUTION ACCORDING TO REGION 
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important ethnic groups in any region can be above 70%. 
The most homogeneous region in the country is Biombo, 
where the sum of the two predominant ethnic groups 
(Papel, 74.3% and Balanta, 19.6%) is 93.2%. The 
autonomous sector of Bissau, as is to be expected, 
being the capital city, is very heterogenous; the major 
groups are Papels (23.6%), Balanta (21.8%), Mancanha 
(10.7%), and Manjaco (9.9%). Those in Bissau with no 
attachment to any particular ethnic group are 11.4%. 
The ethnic group most widespread in the country is 
Balanta. It is the predominant group of three regions; 
Oio, Tombali, and Quinara. As far as language 
distribution is concerned, please refer to Table 5. 
The six most important languages of the country 
are: 
Language_# Population 
Creolo 45% 
Balanta 25% 
Portugese 11% 
Mandinga 10% 
Manj aco 8% 
Papel 7% 
(1979 Population Census) 
Fifty five percent (55%) of the population speaks 
only one language, 30% of the population speaks two 
languages, (with Creolo usually being the dominant), 
and 12% speak three languages (1979 Population Census). 
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TABLE 5: MOST PREDOMINANT LANGUAGE ACCORDING TO REGION 
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In all of the nine regions, Creolo is a vernacular 
language; as Table 4 indicates, Portugese is completely 
alien to the daily social practice of the village. The 
villagers do not know Portugese, even as a spoken 
language. Creolo, on the other hand, became very 
widespread in Guinea-Bissau during the national 
liberation struggle when it played the role of the oral 
language of communication among ethnic groups. 
Portugese, the official language of the government 
and the language of instruction can hardly be 
considered a national language. As Table 3 indicates, 
it is a language confined to the capital city of 
Bissau. Language is a major concern within Guinea- 
Bissau society, and has a major effect on educational 
achievement. All ethnic languages are designated as 
"national languages", but Portugese, spoken by about 
11% of the population is the only official language of 
Instruction. Very few teaching materials are available 
in the national languages, and few teachers have 
training in bilingual education. Making matters worse, 
most teachers are not proficient in Portugese. A 
deficient system has evolved whereby a child with no 
understanding of Portugese is taught by a poorly 
trained teacher unable to communicate effectively in 
the language of instruction. Creolo, spoken by 44% to 
53% of the population (Population Census, 1979) is used 
for wider communication, but not as a medium of 
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instruction except in an experimental Creolo Portugese 
Transitional Bilingual Educational Program (TBEP) at 
the EBE (Elementary Basic Education) level. The TBEP 
has shown encouraging results, more than doubling the 
promotion rate to grade 2 over that of the regular 
Program (World Bank Report # 7131 GUB, 1988), but no 
attempt has been made so far to adopt its positive 
features in the general curriculum. 
After independence in 1974, the question of which 
language(s) was to be the official language and which 
one(s) was to be used as the language of education 
became questions of fundamental importance. Two trends 
emerged, one towards technological and economic 
progress, encouraging the use of an international and 
developed language, and the other towards the 
affirmation of the autochthonous values and cultural 
heritage of the people, encouraging the promotion of 
languages which bear these values. The debate prompted 
a linguistic study of 5 major national languages from 
which a language of instruction as well as the official 
language would be considered. 
Selecting a language is one issue, but actually 
enforcing its use requires a strong political 
commitment. Suffice it to say that the tension between 
various interest groups in the government has brought 
the problem to a standstill because unfortunately, a 
large proportion of the very people who could bring 
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about the much needed change towards a national 
language policy are not ready to commit class suicide. 
They still believe that it is undesirable, and even 
unthinkable to introduce the use of indigenous 
languages in education in the near future. This 
category of people includes politicians, teachers, 
parents and intellectuals. 
"Decisions on language use are 
almost invariably subordinated to a 
reflection of underlying political 
and social values and goals. Even 
in the educational domain, 
pedagogical considerations, while 
relevant, are seldom primarily 
influencing decisions relating to 
the use of particular languages as 
media or subjects of instruction. 
(Gorman, 1974, p. 36) 
Gorman's point of view is shared by Bridner (1972) 
who argues that language decisions are primarily made 
on political and economic grounds and reflect the 
values of those in political power. He goes on to say 
that one can even argue that the most important factor 
influencing language choice of ethnic groups is 
economics, specifically the issue of access to jobs. 
According to Freire, during the centuries of 
colonial pressure, the people fought to preserve their 
cultural identity; the use of their native language was 
for a long time one of the only means of resistance 
available to the people. Portugese language is not the 
language of the people of Guinea-Bissau. The 
expression "Portugese Guinea" or "Portugese Africa" is 
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a misnomer according to Freire. There is no Africa of 
the Portugese, nor of the English. There is an Africa 
upon which Portugese language was imposed at the 
expense of the native languages. If viewed from this 
perspective, the notion of Portugese Africa hides the 
true linguistic issue. What is hidden, in the language 
debate, is a resistance on the part of the assimilated 
Africans to Re-Africanization. 
"We threw the Portugese 
colonialists out of our land, and 
now we need to decolonize our 
identity." (President Aristedes 
Pereira of Cape Verde) 
The decolonization of mentality is much more difficult 
to achieve than the physical expulsion of the 
colonialists. The ex-colonized continue to be mentally 
and culturally colonized and become ashamed of speaking 
their own language. The colonizer's behavior and 
tastes, including language, become the model to 
emulate. 
"This terrible presence haunts the 
revolutionary forces and in some 
cases it hinders the movement 
toward liberation." (Freire and 
Macedo, 1988, p. 118) 
Many leaders of Guinea-Bissau are still mentally, 
culturally, and linguistically assimilated. Thus one 
can understand the negative reactions of many of the 
leaders regarding national languages. It is the result 
of the attitudes passed down from colonial educators 
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that Portugese is the language which raises the African 
person who is acquainted with it in the scale of 
civilization. As to the perceived inability of 
indigenous languages to deal with scientific or 
mathematical concepts, this "inability" is more likely 
due to lack of demand on the languages up until now 
rather than an inherent lack in the languages 
themselves (Sridhar, 1983). Languages meet the demands 
that are put upon them. 
According to Moumouni, it is vital that Africans 
realize the existence of the phenomenon of assimilation 
without false shame, and face up to it with great 
honesty and clarity. Moumouni also points out that we 
must also realize that it will take a long time to 
erase it from the thought patterns and behaviors of a 
great number of Africans. This situation must be 
recognized and confronted so as to shorten its duration 
in the consciousness of many Africans. A revealing 
sign of the persistence of alienation among many 
African intellectuals, whether they are simply 
technicians or cadres of political leaders, is the fact 
that so many of them surround themselves with European 
assistants and secretaries. 
The arguments used to legitimize the continued use 
of a foreign language as the medium of Instruction is 
the ideological underpinning of neo-colonialism. One 
of the major arguments advanced against the use of 
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African languages in education is that they are not 
sufficiently developed or modernized. What is more, 
they argue that teaching in African language is not 
possible at the present time because of the lack of 
teaching material and trained cadres. They also point 
out that these problems can be alleviated by adopting 
the colonial languages as media of instruction. 
The second major argument advanced in favor of the 
retention of European languages as media of instruction 
in independent African states is that the choice of an 
indigenous national language is a highly divisive 
undertaking; politically, it is argued that the choice 
of one language as the medium of instruction in any 
multilingual nation in Africa will be interpreted by 
some part of the population as a rejection of other 
languages. Therefore, the implementation of the 
language policy cannot be carried out successfully 
without resulting in political conflicts which could 
destroy the delicate national unity that African states 
have tried to forge since the advent of political 
independence. To avoid the danger of divisiveness 
associated with the selection of national language and 
to discourage ethnicity, African leaders have opted for 
the Europeanization of the media of instruction 
(Bokamba, 1975). 
Another factor considered to favor the retention 
of colonial languages in Education in Africa is what is 
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often termed "Progress". The argument often heard in 
this regard is that the use of African languages as the 
media of instruction will impede progress of the 
African people and retard their integration into the 
modern world. However, references to the supposed 
superiority of European languages and their use in 
international relations, as well as their neutrality 
vis-a-vis competing local languages are one-sided and 
misleading. Phillipson and Skutnaab (1986) suggest 
that the arguments and the underlying attitudes are 
comparable to those in imperialist anthropology, 
history, and literature, and follow the same racist 
logic. 
Judging African languages according to European 
norms in relation to the development of modern 
vocabulary involves exaltation of the colonial culture 
and degradation of local languages. The claim that 
foreign language can cement national unity and 
transcend local ethnolinguistic differences ignores the 
relationship of local speakers of colonial language to 
the speakers of native languages. 
The above arguments also underestimate the far 
reaching pedagogical and political implications of the 
continued use of Portugese in Guinea-Bissau as the sole 
language of instruction: a) It stands in contradiction 
to the goals of national reconstruction and creation of 
a new society, in which the exploitation of one group 
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over another is eliminated. Commensurate with major 
ideals, if not the major ideal of P. A. I. G. C., the 
retention of Portugese as the language of instruction 
will work against the concretization of these ideals. 
If the mastery of Portugese language continues to be 
the criteria for selecting students, this would 
guarantee that only the children of the elite would be 
able to advance educationally. This will reproduce an 
elite dominant class, and the people of Guinea-Bissau 
will again find themselves locked out of the 
educational system, as well as higher economic and 
political echelons (Gali and Jones, 1987). Continued 
use of Portugese language will maintain and expand the 
current social division in the country, with a small 
privileged urban minority as opposed to the oppressed 
majority of the population. 
In Political terms, any decision to continue to 
use Portugese as the official language and the only 
language of instruction would seriously undermine the 
political goals set forth by Amilcar Cabral, and would 
provide manipulative strategies that support the 
maintenance of cultural domination. 
For Amilcar Cabral, the struggle against 
colonialism was an act of cultural affirmation. 
National liberation was for him also a creative process 
of education which proceeded on six levels (Gall and 
Jones, 1987): 
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The development of a popular culture based on 
the positive values of African culture; 
* The development of a national culture based on 
history and particularly on the history of 
resistance against colonialism; 
* The development of the political and moral 
conscience of the people, particularly the 
spirit of patriotism and sacrifice; 
* The development of a scientific culture 
compatible with the requirements of progress; 
* The development of a Universal culture relating 
Guineans to humanistic achievements throughout 
the world. 
* The constant elevation of the sentiments of 
humanism, solidarity, respect, and disinterest 
in each individual. 
These ideals were incorporated into P. A. I. G. C. 
policy statements following independence, but they did 
not provide concrete directions for the educational 
process. 
Admittedly, there is a lack of teaching materials 
in the vernacular languages, but the conclusion that 
European language must therefore serve as the medium of 
instruction is unwarranted. As Freire pointed out, 
there is no linguistic expression or language that is 
born ready-made. Furthermore, one should not lose 
sight of the dangers of reproducing those colonialist 
values that were and still are inculcated through the 
use of Portugese. 
"It is difficult, if not impossible to 'return to 
the source"' as the late Amilcar Cabral proposed, or 
re-Africanize the people through the medium that de- 
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Africanized them. The claim that the use of selected 
indigenous African languages as media and/or subject of 
instruction constitutes a barrier to progress 
regardless of how this term is defined, is unfounded 
and unsupported by the case histories of language 
planning in countries such as China, Norway, and Russia 
(Bokamba, 197 6 ) . 
Arguments commonly advanced in favor of 
introducing African languages into education systems 
are advanced on the grounds of: 
a) African languages are considered as necessary 
factors for promoting the general development of 
African countries. 
b) Contribution to economic productivity: Since 
agriculture constitutes the bulk of the national 
economy of most African countries, African languages 
are viewed as the most appropriate means for conveying 
to the masses as well as to pupils the know-how 
necessary for increasing agricultural or other forms of 
economic productivity. 
c) Promoting authentic cultural and social 
values: This objective covers a wide range of values 
from the less tangible, such as spiritual values, to 
more tangible, such as social mobility. 
d) Educational efficiency: It appears that the 
use of African languages in education is a way of 
cutting down the wasting costs associated with: 
129 
The improper teaching of non-African languages 
by too many unqualified teachers. 
* The low rate of return associated with some 
knowledge of non-African languages at the 
primary school level by those who will not use 
them at work, especially in the rural areas, 
and will consequently lose that knowledge to 
the point of falling back to the semi-literate 
or even illiterate level. (Phillipston, 
Skutnaab, Kangas & Hugh, 1986). 
"Colonial languages in the third 
world education have created a 
chasm between the elite and the 
masses. It has resulted in stunted 
cognitive growth and lack of 
creativity and innovativeness in 
children and the atrophy of 
indigenous cultures." (Spolsky, 
1986) 
The factors pointed out as the advantages of using a 
colonial language as the medium of instruction are 
advantages only in the short run. The disadvantages of 
using European language as media of instruction far 
outweigh any possible advantages that one can think of; 
Bokamba and Tlouy (among others) suggest the following 
as affecting the educational development of sub-saharan 
Africa: 
1) The acquisition of the European medium of 
instruction is rendered very difficult because of the 
lack of reinforcement outside the classroom situation. 
Conditions for learning the language of instruction are 
therefore poor; as a result, the student is often 
incapable of sustaining a discussion or any argument in 
either the vernacular or the language of instruction. 
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At the present time, languages like English, French and 
Portugese are the exclusive privilege of a very small 
African minority; in Guinea-Bissau, only 11% of the 
total population speaks Portugese. 
"He (the pupil) finds himself 
travelling between two different 
worlds, the school and the home, 
neither of which is reinforcing the 
other." (Spolsky, 1986) i 
i 
2) Secondly, because of the student's inability 
to master the language of instruction, his ability to 
understand many academic concepts is accordingly 
i 
affected. The most eloquent example of this is the 
poor performance of students on their regular and end- 
of-the-year examinations. The wastage rate of 
elementary schools in Guinea-Bissau for example, varies 
between 62% and 74%, and that of the secondary school 
53% - 69%. These figures are paralleled in many other 
African states, and are incommensurate with the 
percentage of national resources allocated to 
education. 
While such figures cannot be solely attributed to 
the problem of the use of foreign language as media of 
instruction, it is undeniable that it is one of the 
central factors affecting the educational efficiency. 
What is more, the bulk of school drop-outs lapse back 
into illiteracy after 5 years or more of being away 
from situations and milleau that force them to use 
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their literacy skills in the foreign language used as 
medium of instruction. This is a serious problem in 
Guinea-Bissau because much of the training given in the 
first six years of schooling does not prepare the 
student for any employment. Furthermore, because no 
provisions are made to rescue drop-outs from 
unemployment in order to integrate them into the 
economic sector, their foreign language literacy 
becomes dysfunctional, and eventually extinct. 
The waste of both monetary and human resources 
that is associated with the problem of unemployed 
school drop-outs should not be ignored. As Pattanayak 
pointed out, the use of a colonial language as the 
medium of instruction not only impedes the growth of 
indigenous languages, it also inhibits the interaction 
of science with society, generates inappropriate 
technology and creates an educated elite committed to 
pursuing the lifestyle of the developed world. 
"The so-called struggle for self- 
reliance becomes therefore an 
exercise in futility as long as the 
educational systems are not 
conceived to phase out this 
dependency." (Spolsky, 1986) 
According to Spolsky, the use of an indigenous 
language, on the other hand, is an essential tool 
because it a) offers equal opportunity to a large 
majority of people to participate in national 
reconstruction; b) it gives greater access to education 
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and personal development to a greater number of people; 
c) it frees knowledge from the preserves of limited 
elites and, by enabling greater numbers of people to 
interact with science, lays the foundation for 
appropriate technology; d) it demands decentralization 
of information and ensures free as opposed to 
controlled media; and e) it provides an opportunity for 
the political involvement of a greater number of groups 
and thus is a greater defense of democracy. 
Despite all these advantages, and considering the 
emergence of African nationalism in the 1960's, it is 
rather ironic to note that the majority of African 
states have opted for the continuation of the use of 
their former colonial master language in education. 
CHAPTER V 
PEDAGOGY AND LANGUAGE POLICY 
Introduction 
"Language is worthier than territory. A 
people without a language of its own is 
only half a nation. A nation should 
guard its language more than its 
territories - is a surer barrier, a more 
important frontier than fortress or 
river." 
(Davis, 1945, quoted in J. Fishman, 
1972, p. 79) 
During the last few years, educational questions have 
come more and more to the forefront of the preoccupations of 
political leaders. There is no need for protracted research 
to perceive that the key problem in Black Africa is teaching 
the African masses, the majority of whom are illiterate, to 
read and write. This is one of the most urgent tasks of a 
truly national educational policy. From a practical point 
of view, the question of the language and the writing to be 
used in teaching arises. 
Can Africans become literate in a reasonable period of 
time if Portugese, French, English or any other foreign 
language is used? The question must be considered 
objectively before it can be answered. French, English, or 
Portugese are foreign languages for all Africans. 
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Obviously, it will take far longer to teach an individual to 
read in a foreign language. Furthermore, in the immediate 
future, it will not be Portugese or French or English that 
the newly literate African uses in his village. In his 
relations with the administration, which are not an everyday 
occurrance, there is nothing to prevent the use of another 
language. 
Not all Africans agree with this argument. It is only 
more recently that some African countries have become 
conscious of the dangers of producing a generation of 
children cut off from their cultural roots and have begun to 
favor more education in an African language. Before 
reviewing Independent Africa's language policy, an overview 
of the colonial language policy will help us understand 
better the prevailing situation and the complexity of 
language policy in Africa. 
During the colonial period, the British conducted 
numerous reviews of their language policy. In 1882, an 
ordinance for West Africa was promulgated which linked 
government subsidies for education to the effectiveness of 
the schools in teaching English. The missionaries who were 
deeply into mother tongue education opposed such a linkage, 
but the government held that they could continue to use 
local languages as they wished. It simply would not be a 
factor that would increase their chances of getting 
government funding (Awoniyi, 1976). 
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In 1895, another regulation required certain Europeans 
to become proficient in one or more local languages in order 
to enhance communication with local people and institutions. 
In any case, the British willingness to allow and even 
encourage the use of mother tongues in education led to a 
development of local languages that was unmatched in the 
French or other colonial systems. The founding of the 
school of oriental and African studies in 1917 and the 
International Institute of African Languages in 1926 
(Weinstein, 1983) spurred the study of local languages and 
the training of indigenous people in the intricacies of 
those languages and the process of linguistic inquiry. This 
enhanced the capacity of British colonies to deal with local 
languages and to utilize them for educational purposes in 
early primary years. 
Based on their concept of a future universal 
civilization with Europe and particularly France as leader, 
the French introduced an educational system into their 
colonies that was based on their own model. The French 
language was presented as the main vehicle for thought and 
communication, and an essential prerequisite for all 
intellectual activity (Awoniyi, 1976). It was to be the 
means whereby their subjects could gain access to modern 
civilization. As early as 1829, the Governor General of 
Senegal ordered that all teaching be done in the French 
language (Bamgbose, 1976). When the first official schools 
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were opened in 1856, Wolof (one of the local languages) was 
briefly tried as a medium, but that strategy was soon 
dropped and French became the sole medium of instruction. 
The Portugese and the Spanish adopted approaches very 
similar to that of the French. They propagated their own 
languages at the expense of the local languages, and did so 
very successfully in many cases among elite groups 
(Weinstein, 1983). Belgians established French as the 
language of administration, but presented little opposition 
to the use of local languages in other spheres of life. For 
years they considered the adoption of Swahili as an 
indigenous lingua franca, although they were never able to 
make a final decision on that plan (Whiteley, 1969). In 
German East Africa, however, Swahili did become the language 
of administration along with German. While the missionaries 
preferred to concentrate on other local languages, the 
administration expanded the use of Swahili in lower levels 
of government and especially in their contact with village 
chiefs (Whiteley, 1969). 
According to Tiffen (1973), the widespread 
investigation into educational problems including language 
teaching problems was carried out by the Phelps-Stokes 
Commission of inquiry in West Africa in 1919 and East Africa 
in 1924. While paying compliments to the work of the 
missionaries in Africa, the commission's main criticism of 
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their work was that insufficient attention had been paid to 
adapting school work to African conditions. 
Elthnic languages should be used in lower elementary 
standards or grades. 1 
* A lingua franca of African origin should be 
introduced in the middle classes of the school if the 
area is occupied by a large native group speakinq 
diverse languages. 
* The language of the European nation in control should 
be taught in the upper standards. 
* All education should be through the medium of 
vernacular in the first three years. 
The commission also stated that in the fourth year, 
English should be introduced as a subject and then for the 
six years onwards, it would be introduced as a medium in 
selected subjects. Finally in the tenth year, English would 
become the medium of instruction in all subjects. It was 
felt that this would allow time for an adequate general 
education adapted to the children's needs and for the 
transmission of the best of African culture. In practice, 
these recommendations were very difficult to carry out, no 
one really understood what the best in African culture was, 
or how to adapt European education to African needs. 
Adaptation in the various African colonies developed in 
different ways since policy was based largely on intuition 
and adaptive decisions rather than on the findings of 
scientific investigation. There is lack of evidence as to 
whether children who have learned English from the start or 
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those who have acquired the basic skills of reading and 
writing first in their own language and made a later switch 
to English are better equipped for secondary education. The 
fact of the matter is that generations of educated Africans 
have been produced by both methods. 
As the new African nations emerged from centuries of 
colonial rule, they carried with them the legacy of that 
period as they attempted to deal with their language and 
literacy problems. On the other hand, there were some 
positive aspects of that experience. However, whatever 
advantages arose out of this period were outweighed by 
disadvantages that would hinder the development of a sound 
language policy. 
The educated elite that were left to deal with such 
problems had been trained in a manner very different from 
traditional patterns, many of them were closer in 
orientation to their colonial rulers than to their rural 
countrymen. To varying degrees, they were strangers in 
their own homeland. They often times held values and 
beliefs that were very different from the norm of their own 
cultures. A few were even isolated linguistically by their 
monolingualism in the colonial language. Secondly, the 
newly independent states had to confront the widespread 
negative feelings held by many towards their own languages. 
These negative perceptions occured even when the ruling 
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elite had attempted to promote the use of their mother 
tongue and to stimulate pride in their local languages. 
Given the multilingual nature of most new states, the 
language choice question had the potential to become a 
highly volatile issue. it is a problem that needs to be 
addressed at several different levels (Weinstein, 1983). 
First, there is the choice of a national or official 
language for government, then there is the choice of the 
language or languages of instruction in the formal school 
system, and then there is the need for identifying the 
language to be used for adult literacy programs. According 
to Weinstein, the first two levels are the most difficult 
ones to solve since they were the "high stakes issues". 
These decisions would affect almost everyone and would touch 
most directly on questions of political and economic power; 
both choices would either give or deny special advantages to 
segments of the population. 
According to Ansre (1969), and Spencer (1971), and 
others, the present language policies of African states vis- 
a-vis education are dictated by practical considerations: 
a) efficiency and expediency 
b) national unity or political considerations 
c) national progress 
Language choice is one of the major language problems, 
a dilemma facing African nations, whether it be choice of 
national language, choice of national alphabet or choice of 
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medium of instruction. The problem is to be able to 
identify relevant social forces and predict the outcomes 
they will have (Paulston, C. (1981). 
Direct attempts to create a national identity in a 
multi-ethnic state may have divisive consequences by 
reinforcing the ideals of correspondence between political 
units and cultural units. Rubin & Jernud (1971) argue that 
in a multi-ethnic society, a direct appeal to national 
identity may merely focus attention on group identity and 
thus encourage polarization along ethnic lines. To avoid 
polarization along ethnic lines, they recommend language 
policy makers see to it that ethnic variations are not 
correlated with variations in socio-economic status and 
political power. The complexity and the pitfalls inherent 
in a language choice explain the ambivalent attitudes of 
most governments of the new countries to set guidelines or 
formulate language policy realistically related to the 
national needs. 
The consequence of such policies vis-a-vis education, 
slows down the achievement of self-reliance that many 
African states have been striving for and thereby perpetuate 
African dependency on foreign experts. (Der Houssikian, P., 
1977). Language policies ought to be based entirely on 
functional considerations (Kelman and Herlier, 1971), i.e., 
in selecting languages for various purposes and in planning 
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their educational system, central authorities ought to be 
concerned primarily with two issues: 
1) How to establish and facilitate patterns of 
communication both internally and internationally that would 
enable socio-economic institutions to function most 
effectively and equitably in meeting the needs and interests 
of the population. 
2) How to assure that different groups within the 
society who vary in their linguistic "repertoires" for 
either ethnic or social class reasons, have equal access to 
the system and opportunities to participate in it. Out of 
these processes, he believes, a national language evoking 
sentimental attachments, may gradually emerge, if no 
satisfactory way can be found to equalize advantages and 
disadvantages across the population, he argues that the 
major solutions he argues may have to be sought not so much 
in language planning as in educational planning and 
political planning. 
"Whatever language policy is developed, 
its success may depend on careful 
coordination with educational planning, 
and with economic and political 
development." (Kelman, 1971, p. 49). 
Educational planning would have to be directed at 
systematically compensating for the disadvantages of the 
excluded groups, political planning may have to be directed 
at reducing the significance of linguistically based 
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disadvantages by appropriate arrangements to decentralize 
power (Kelman, 1971). 
In the context of multi-lingual African societies, the 
principal language policy issues vis-a-vis education are: a) 
the choice of media instruction at the various educational 
levels (primary, secondary and tertiary); b) the choice of 
language as subjects of instruction; c) the staging and 
timing of instruction of the various languages into the 
curriculum either as subjects or as instructional media; and 
d) the choice of norms that will serve as models for 
teaching. (Ferguson, 1985). 
Although there are at least three levels of the 
education system at which decisions on an instructional 
medium are required, it seems clear that decisions for those 
levels affect the student intake of another (Ferguson, 
1985). Therefore, choices at one level influence the 
choices to be made at other levels. 
The situation of a language in the educational system 
is determined in part by institutional factors such as its 
past and present legal status, its use as official national 
or regional language, and its use by public authorities and 
the mass media (Kelman, 1971). Secondly, the situation of a 
language in the educational system is also in part dependent 
on various socio-linguistic factors among which are its use 
among the population, the socio-economic stratification of 
its native speakers, the circumstances of its use and its 
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cultural and linguistic proximity to any other language or 
languages spoken in the region. 
Major Language Policies in Africa since the i960's 
Over the years, varying policies were pursued and 
currently there is no uniformity in the practice of 
independent African nations, in the 1960's, three trends in 
the approach to English language teaching can be outlined 
(Tiffen, 1975). The first approach was the completely 
integrated English medium course from the very beginning, as 
exemplified by the policies of Kenya and Zambia. The 
Special Centre in Nairobi and the English Medium Centre in 
Lusaka, begun in 1957 and 1965 respectively, were especially 
set up to train and retrain teachers to use English as a 
medium from the start, and to devise a Comprehensive 
Curriculum that would integrate all school subjects into one 
carefully designed English medium scheme, using modern 
primary methods. 
The second approach which characterized the 1860's was 
the approach used in Ghana and the northern states of 
Nigeria. This approach introduced English as a subject at 
the beginning of the first year, and then switched over to 
its use as a medium as early as possible, usually in the 
third or fourth year, without attempting to investigate the 
relationship between the English learned in English lessons 
with the English used in other subject areas. 
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Other countries, such as Uganda and Malawi, also tended 
to introduce English as a subject much earlier (at the 
beginning of the first year), but pursued a policy of 
introducing English as a medium in different subjects at 
some calculated intervals so that by the sixth year, it was 
used as a medium in all subjects. The third approach 
exemplified by Tanzania, was to introduce an African 
language, Swahili, as the sole medium of instruction in the 
primary school and to teach English simply as a subject. 
In contrast to former English colonies, most former 
Portugese colonies have adopted the "Laissez-faire" policy, 
or made no pronouncement concerning language policy. There, 
the main emphasis is on acquiring a mastery of French or 
Portugese right at the beginning of primary education, even 
at the expense of postponing general education so that these 
languages may be used as the medium of subsequent education. 
The merits and shortcomings of the various approaches 
used by African countries in their efforts to deal with the 
language issue in education will be briefly analyzed. 
English Medium Approach 
The argument for use of an English medium runs as 
follows: In most African countries, there is a multiplicity 
of languages; only a limited number of major local languages 
can be used as media. If a vernacular language is used, a 
large number of teachers and pupils are teaching and 
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learning in an African language that is not their own. At 
the same time, English is being taught as a subject by means 
of courses that are generally unsuitable in that they are 
based on structural criteria largely unrelated to the 
children's needs. The vocabulary used is not correlated 
with future needs of English medium teaching in other 
subjects. Therefore, as teaching local languages presents 
difficulties and as English has to be used as a medium at a 
later stage, why not devise a fully integrated English 
medium course right from the start? According to Fawcett 
(1969), the main advantage of an integrated schedule is that 
it aims at a single language policy for all primary 
education in the country. It facilitates educational 
administration, production of materials and teacher 
training, and would provide the ideal of equality of 
opportunity for all children. 
The disadvantages encountered tend to outweigh these 
considerations (Gachukia). The expansion of the program has 
run into difficulties because of lack of resources for 
training and supervising teachers. In addition, since it 
was not possible to introduce the new course in all schools 
simultaneously, those children attending non-English medium 
schools were at a disadvantage as a result of their inferior 
English. When they took the certificate of primary 
education, there would be a large privileged group that had 
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passed through the English medium schools who would be more 
likely to gain entrance to secondary education. 
Gachukia has stated the cultural objections to the 
English language scheme. All efforts in primary school are 
geared towards passing the certificate of Primary Education 
which is in English. Consequently, the teaching of African j 
languages is relegated to the background or even dropped 
altogether. He goes on to say that the neglect of African 
I 
language leads to a lack of respect for local traditions and 
a wide gap between the world of the school and the Kenyan 
cultural heritage. He considers that although the use of 
I 
English as a medium has often been advocated as a means of 
I 
achieving political unity, in Kenya, Swahili would serve the 
I 
same cause better. There is a need, he concludes, to bring 
back African languages as the medium of instruction during 
the first year of schooling. 
English as a subject. Followed by English as a Medium 
This approach is by far, according to Tiffen (1975), the 
most common system of English teaching in African Primary 
schools. The exact timing of the switch varies from country 
to country. This system whereby English is first taught as 
a subject and is then introduced as a medium at varying 
stages of the primary school system often results in a 
number of disadvantages. Children leaving school without 
being fully literate in either mother tongue or English and 
those that proceed on to secondary education may not be 
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sufficiently well grounded in English to pursue a secondary 
school course effectively. 
In all countries in this group, it has been found that 
so much time is given to the acquisition of English and also 
to the acquisition of an African language that not enough 
time is left for teaching skills and knowledge relevant to 
the majority of the children. 
Furthermore, this approach may result in the worst of 
both worlds: the English acquired is insufficient for full 
benefit to be obtained from secondary education, and the 
time spent on learning English has deprived the child of 
general knowledge more easily acquired through an African 
language. 
African Languages as the Medium of Instruction 
The only country that has so far come down firmly in favor 
of adopting an African language as the medium of instruction 
throughout the primary school course is Tanzania, where 
Swahili has replaced English. In the Tanzanian context, the 
decision is logical and convincing. According to Abdulaziz 
(1971), there are a number of factors that make the language 
situation in Tanzania unique. Various historical, 
political, religious and socio-cultural factors have enabled 
Swahili to emerge as an acceptable national language for 
three reasons: 1) Swahili can be learned easily by other 
Bantu language speakers; 2) Swahili has the advantage of not 
being associated with any single politically powerful group; 
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and 3) It was spread systematically throughout the country, 
and all political movements have been closely associated 
with the language. 
Nevertheless, this in itself may present difficulties 
when the switch-over to English as a medium (at present, 
English is still the teaching language at the secondary 
school level). To help overcome this problem, intensive 
foundation courses, lasting six weeks, have been introduced 
in the first term of secondary school. The emphasis is on 
providing opportunities for using English as a tool of 
communication, rather than providing a straightforward 
English language course. 
According to Tiffen, there are two basic conflicts 
behind the choice of the language of instruction in African 
primary schools. The first concerns the real purpose of 
these schools: Are they to aim at a general education for 
the majority of pupils who will receive no further 
education, or are they to be seen as preparatory schools for 
the minority who go on to secondary and tertiary education? 
Second, acquiring fluency in English, Portugese or French as 
the key to Western teaching and culture may absorb much of 
the available teaching time, to the detriment of fluency in 
an African language and an understanding of the culture of 
the society into which the children are born. These two 
conflicts are becoming more serious in countries where the 
majority of children now go to primary school, but where 
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there is a lack of resources to give the majority a 
secondary education. The need for research into the merits 
of various approaches to Primary school language teaching is 
therefore more urgent than ever. Decisions concerning 
language choice should be based on an objective analysis of 
the problem. 
UNESCO has played a major role in providing support by 
sponsoring conferences which examined the language choice 
question. Unfortunately, UNESCO's effort never undertook a 
comprehensive analysis of the problem in an attempt to 
construct a guide that could be used to determine the best 
language choice for a given situation. For the most part, 
the UNESCO conferences stressed the importance of the use of 
mother tongue for adult literacy while cautioning that 
mother tongue literacy might not always be possible nor 
sufficient to meet the needs of the learners. These 
conference reports, which constitute the major source of 
advice for decision makers often hinted at the 
psychological, pedagogical, political, economic, linguistic, 
and social complexities of the language choice question, but 
offered no guidelines for decision makers to help them 
understand the rationale behind certain language choice. 
As far as the choice of official language (language of 
the government) is concerned, Joshua Fishman (1971) surveyed 
the national language situation prevalent in the world and 
grouped these situations as follows: 
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Type A nations had no single great tradition in the form 
of customs, history, values, etc., that could serve to 
promote national integration and unity (e.g. Cameroon, 
Ghana). 
Type A nations, he argues, due to their lack of a 
single major language, would primarily be concerned with 
political integration or nationalism. This would lead such 
nations to select a language of wider communication as their 
official language. This would most probably be the language 
of the previous colonial power. 
Type B nations had no great tradition that united the 
nation around a single socio-cultural consensus (e.g. 
Thailand, Somalia). According to Fishman, Type B nations 
would be primarily concerned with ethnic authenticity or 
nationalism and identity based on broader cultural ties. 
This situation would lead to the selection of the indigenous 
language that symbolized the one great tradition. It would 
be modernized and would eventually supersede the language of 
wider communication (colonial language) that might be 
continued for a transitory period. 
Type C nations had several socio-political recognition 
(e.g. India, Pakistan, Malaysia). Type C nations face the 
problem of mediating between a number of traditions that had 
strong claims to primacy. The eventual language decision 
might be for a language of wider communications to serve as 
a compromise choice. The major languages would be supported 
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in their regions of use and citizens would be encouraged to 
attain bilingual proficiency. 
Fishman identified a fourth type of language situation 
which he placed between types A and B, this was a situation 
where there was no single dominant indigenous language that 
would serve the purposes of national integration. However, 
there was an indigenous language with a history of use as a 
lingua franca between language groups. This raised the 
possibility of using the lingua franca as an official 
language, provided it had no present strong association with 
a single region or group. Fishman identified the 
Philippines, Indonesia and Tanzania as examples of this 
situation. 
The choice of Swahili in Tanzania is therefore in total 
harmony with Fishman's description of this situation. In 
Indonesia, although the Javanese were a very powerful group 
and constituted over 40% of the population of Indonesia, 
Bahasa Indonesia had become Indonesia's great tradition 
through its association with the independence movement, and 
its traditional and official use of lingua franca, even by 
the colonizer. As a result, it became the official 
language. 
In the Philippines, the chosen lingua franca, Pilipino 
was one of the major languages of the country. Tagalog, the 
mother tongue of a major language group, and a major second 
language for other mother tongue speakers, was chosen as the 
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official language. It was adapted by incorporating many 
loaned words from other languages. 
These cases demonstrate that Fishman's typology is not 
as precise as one would hope; however, the general 
categories used by Fishman do sum up the national language 
situations of most of the world on the eve of post¬ 
colonialism (Shaw, 1983). There were nations which had many 
minority languages and no single major one, there were 
nations which had a single major language that was the 
obvious choice, there were nations which had several major 
language groups with claim to primacy, and nations which 
could resort to the adoption of an indigenous lingua franca 
that was acceptable to competing language groups. 
The next section presents an interdisciplinary analysis 
of the problems and factors pertinent to language choice. 
Included in the analysis are the following variables; 
linguistic, cultural, psychological, pedagogical, economic, 
and political. 
An Interdisciplinary Approach to Language Policy 
Linguistic Factors 
According to Shaw (1983), one of the problems 
encountered by policy makers when faced with the language 
choice question is that little is known about language 
practice. The lack of understanding of the nature and roles 
of language in a multilingual setting has been a major 
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factor behind the formulation of policies that were in 
contradiction to the existing language environment. 
Therefore, policymakers must be familiar with the various 
alternatives available regarding language choice before 
decisions are made. This implies that policy makers should 
be aware of what languages are used, the number of native 
and non-native speakers of particular languages, and the 
geographic distribution of those speakers. The number of 
native and non-native speakers of a language gives a measure 
by which to determine the relative importance of the 
language, although it is certainly not the only measure that 
should be used. A local mother tongue may have a large 
number of speakers but be an unwritten language that 
presently serves no literary functions. The number of non¬ 
native speakers gives some indication of the importance of 
the language in the local context, and it reveals those 
languages that have some special functional purposes that 
encourage people to learn them in addition to their mother 
tongue (like Creolo in Guinea-Bissau). The geographic 
distribution of speakers of a certain language group may 
reveal an urban/rural split, the concentration of a language 
within certain ethnic areas or some other factor which may 
help or hinder the choice. 
Policy makers should also be aware of the differences 
between language varieties and language families (Wolf, 
The differences, according to Wolf, can be 1964) . 
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structural and/or psychological. Structural differences in 
terms of phonemic, morphemic, lexical and grammatical 
elements can be comprehended by linguistic analysis. As far 
as linguistic similarity is concerned, it has been found 
(Wolf, 1964) that speakers of linguistically similar 
dialects claimed that they did not understand one another. 
Thus, one should not assume that languages that are 
linguistically similar would also have a significant degree 
of mutual intelligibility. However, information about 
language similarities and language families is needed in 
order to categorize the list of language possibility 
according to the language family to which they belong, and 
the degree of structural and psychological intelligibility 
between those languages. 
This understanding of the distance between languages is 
important for two reasons (Shaw, 1983): 1) when certain 
languages have to be selected for instructional purposes, 
speakers of languages in that family can understand and 
learn other languages of the family with varying degrees of 
ease, and 2) policy makers should have some idea of the 
complexity of the languages under consideration since that 
will greatly affect the ability of people to become literate 
in that language, especially those who are non-native 
speakers. 
Another linguistic factor is the creation of an 
It is very important that 
orthography (Armstrong, 1963). 
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the creation of an orthography be based on careful 
linguistic analysis to avoid learning problems later on. 
Studies have indicated (UNESCO, 1964), that it may take as 
long as five years to move through a process of linguistic 
analysis (phonology, morphology, syntax, the development of 
an orthography and the preparation of dictionaries, grammar 
and teaching materials) before a language can be introduced 
as a medium of instruction. 
Selecting a script can also be a difficult task 
(Mohamed, 1975), as illustrated by Somalia, which after 
independence was debating whether to use the Roman alphabet 
or the Arabic as the medium for written Somali. The Roman 
alphabet offered continuity with the colonial languages and 
a link with the western culture. Arabic, however, was very 
influential. Arabic is the language of Islam, which is the 
dominant religion of the country, as well as that of 
neighboring Arab nations. A revolutionary government that 
came to power in 1969 eventually decided on a modified Roman 
alphabet. 
Thus, the choice of a script should be culturally and 
politically acceptable. However, there is a limit to the 
degree of modification or adaption of an orthography. To 
begin with, policy makers should choose an orthography that 
best suits the sound system of the language it represents 
(Shaw, 1983). Although Orthographies can be codified to 
represent any language, it is very difficult to make them 
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represent two very different sound systems at the same time. 
The following cases may help illustrate the point. 
Niger tried to develop a script for Hausa that was not 
only very easy to learn, but also facilitated the learning 
of French (the official language). This approach ran into 
problems because of the different sound systems of the two 
languages. It was just not possible for Hausa to be 
represented by a Roman alphabet carrying the same sound 
symbol correspondences as it did with the French language 
(UNESCO, 1964). Sierra Leone also tried to use the English 
spelling system for local languages (Allen, 1974). This 
attempt also ran into the same problem as Niger. Mali 
developed a forty-five symbol alphabet to represent the 
forty five sounds found in its four major languages, but 
only sixteen characters were used in all four of the 
languages (Dumont, 1973). 
According to Shaw (1983), many languages are not yet 
ready to be "vehicles of modern civilization" even after the 
development of an orthography, the establishment of a 
standardized norm, and the growth of a written tradition. 
Languages may not be ready to carry the messages of a 
"twentieth century industrialized technological world" 
because of major social, cultural and technological changes 
occurring at a seemingly fast rate. New products and ideas 
are added daily to the language, pressing newly created 
languages of the world to adjust and keep up with rapid 
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changes. Some languages, especially those with a long 
written tradition, are better prepared and more successful 
in their struggle to translate the new concepts into new 
words that follow the linguistic pattern of the indigenous 
language. Languages with more recent written tradition are 
less able to make rapid changes in response to new ideas and 
terms; in such a situation, borrowing of foreign 
terminologies may be the solution. 
From a linguistic perspective, certain characteristics 
of a language can be identified as facilitating its use 
(Shaw, 1983): 
a) Possess an orthography that correctly 
represented the sound system of the language; 
b) Have a commonly accepted, standardized form; 
c) Have dictionaries and grammar that codified 
usage and spelling and aid in the teaching of 
that language; 
d) Be continually undergoing a process of growth 
and modernization; 
e) Possess a written tradition sufficient to 
promote the acquisition and maintenance of 
literacy skills. 
Socio-Cultural Factors 
Language is not a simple technical code that can be 
completely understood outside of the cultural context in 
which it occurs. To develop a rational and realistic 
language policy, policy makers need to understand the 
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background and functions of the languages used in their 
socio-cultural environment (Shaw, 1983). 
"Language permeates everything that man 
does. It is one of his most salient 
characteristics. It is at the heart of 
his culture and society." (p. 94) 
In general, any language can serve one or more of five major 
functions: Communicative, expressive, unifying, separatist, 
and participatory (Okonkwo, 1975). 
The communicative function is the most obvious function 
of any language. A language adequacy in fulfilling that 
role may depend upon its level of modernization. Inter¬ 
group communication is carried out in most multilingual 
societies by one or more languages commonly accepted as 
lingua franca. It is also possible that different languages 
will be used as lingua franca at different levels of 
integration: local, regional, national and international. 
The communicative role is a threefold task: (Nida and 
Wonderly, 1971) (1) in-group communication, (2) out-group 
communication and (3) the communication of specialized 
information. The expressive function of a language is 
related to the idea of a language as the embodiment of a 
culture. The unifying function of languages unites people 
of diverse background. This can be very crucial in 
situations where language and ethnicity coincide, it can 
also serve to bind together people of different ethnicities 
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allowing for inter-ethnic communication. However, it has 
its limitations: 
"Language cannot serve a unifying 
function in countries where ethnicity 
and language do not coincide. The 
possession of the same language by 
members of different ethnic groups 
within a community neutralizes the 
potential use of language for divisive 
purposes by unscrupulous political 
enterpreneurs." (Okonkwo, 1975, p. 40) 
The unifying aspect of language was a major factor in the 
choice of official language by many newly independent 
nations which, facing a multilingual environment, would 
select a neutral language. In most cases, it meant the 
retention of the colonial language as the official language. 
The separatist function of language comes into play 
when language serves as a symbol of ethnicity or 
nationalism. Inside multilingual nations, language may 
serve to divide people along linguistic and ethnic lines. 
Again, the fear of separatist tendencies among ethnic groups 
was a major reason for many language policies that stressed 
the use of the national official language as a unifying 
force. The participatory function of a language allows its 
users to gain access to certain economic and social 
opportunities. Different languages may be needed for 
participation at different levels. Take for example the 
case of countries such as India, where an individual may 
have to learn the state language Oriya, the official 
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language Hindi, the international language English, and 
their mother tongue if he/she wished to participate fully in 
the life of the country (Shaw, 1983). 
It is therefore important that policy makers have a 
I 
grasp of the distribution of roles among languages by 
analyzing the language situation of their environment. This 
♦ 
can be accomplished by examining domains of use, and the 
languages that are used in these domains at various 
** i 
geographical and contextual levels. This exercise may pay 
off in the long run because the contexts in which a language 
is used, its history, its officially sanctioned roles, and 
the opportunities people see linked to it largely determines 
its prestige level. People often wish to become literate in 
the high prestige languages. Attitudes people possess 
towards the languages that are candidates to medium of 
Instruction or to official language of the state may enhance 
or compromise its acceptance. 
Gardner and Lambert (1972) have shown the importance of 
two types of motivation in second language acquisition. 
Instrumental and integrative instrumental motivation comes 
from a recognition of the personal rewards available to 
those who acquire a second language, as evidenced by people 
willing to become literate in a prestige language that is 
not their mother tongue. Integrative motivation is present 
when the learner wishes to acquire the language in order to 
become a member of that speech community. Attention should 
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also be paid to the historical background of relationships 
between language groups; for example, the history of 
dominant/subordinate group interaction plays a role in the 
development of the language attitudes and the degree of 
acceptance provided to a given language policy. 
According to Paulston (1978), within a country or a 
region of a country, there are patterns of interaction in 
the recent and distant past that can act for or against a 
given language policy. Members of a traditionally dominant 
group will wish to become literate in their own language, 
especially if it is the dominant language for important 
functions. Subordinate groups that feel that their culture 
is threatened by the dominant group and language may try to 
isolate themselves in order to resist assimilation. Policy 
makers should be aware and sensitive to the feelings of 
language groups toward other languages and language 
policies. Experience from past and recent language policies 
has proven that language cannot be imposed. Language 
policies that did not consider the wishes of the 
participants/citizens have failed to attain instructional 
goals and have alienated language groups from the ruling 
elite. 
Pedagogical Factors 
There are several theories on the nature of the reading 
process and models to show how these processes might 
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actually work. Common sense would seem to indicate that 
reading is best taught in the language known by the learner. 
The pupil will have the linguistic knowledge to extract 
meanings much easier if he/she already had some degree of 
oral fluency in the language provided the written and spoken 
themes of the language were not too different (Shaw, 1983). 
The less acquainted the learner is with the language of 
instruction, the more difficult it will be for him/her to 
learn and become literate in that language. 
Research findings into the language and learning 
questions however, are less conclusive. Venezky (1970) 
reviewed the findings of research and concluded that neither 
the mother tongue approach nor the standard language 
approach had been proven to be pedagogically superior. A 
survey done by Engle in 1975 to determine the possible 
advantages of teaching initial reading and subject matter in 
the pupils' mother tongue before reading instruction in a 
second language concluded that there was no substantial 
evidence as to which approach is better. The consensus 
among researchers seems to be that there are a range of 
factors that may affect the outcome of bilingual programs, 
factors other than the language of instruction itself. 
These factors include: values with respect to assimilation 
and cultural diversity, language of the local community, 
status of the minority language groups, socioeconomic 
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status, general language skills of the teachers, leadership, 
and well-defined program objectives (Shaw, 1983). 
"The heart of any educational program is 
the teaching and learning that takes 
place. Before selecting a language, 
decision makers should assess how 
teaching, learning and the curriculum 
are affected by different language 
choices." (Shaw, 1983, p. 122) 
Research findings also seem to indicate that the language 
choices facing policy makers are more complex and go beyond 
the simple question of using the pupils' first language or a 
second language as the main medium of instruction in formal 
schools. 
According to Shaw, first and foremost policymakers 
should assess whether or not the languages under 
consideration are ready to be taught. Language, he asserts, 
may be at different stages of development in terms of their 
readiness to be used as mediums of instruction. Secondly, 
according to Bowers (1968), decision makers should pay 
careful attention to the orthography that is used for the 
language of their choice. A good orthography is one that 
faithfully represents the spoken language, is easy to learn, 
and has the following characteristics: 
a) Accuracy: No significant sound should remain 
without representation in writing. 
b) Economy: Only the phonemically significant 
sounds should be written. 
164 
c) Consistency: Every letter or letter 
combination should stand for the same sound 
or sounds throughout the system. 
d) Similarity to other orthographies; Where the 
languages have the same or similar phonemic 
structure. 
In order to understand the pedagogical aspect of the 
language choice, Shaw (1983) contends policy makers should 
answer the following questions: 
1. What are the implications of reading theory 
and research for the choice of a language of 
instruction? 
2. In which languages should learning and 
motivation be highest? 
3. What is the pedagogical status of the 
language under consideration? 
4. Are there enough human resources available to 
teach literacy in this language? 
5. Are there sufficient materials available in 
the language chosen? 
(p. 125) 
Thus, from a pedagogical perspective, we can identify the 
following characteristics of the ideal language candidate 
(Shaw, 1983) . It would: 
a) 
b) 
c) 
Be the language best known to the learner; 
ave an accurate, economical and consistent 
irthography that was easy to learn and that 
-as similar to the orthographies of other 
mportant languages; 
Be a language in which literacy was highly 
valued by prospective learners; 
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d) Be a language that was developed to the point 
where it could be used as a medium of 
instruction, for example, a language with an 
orthography, dictionaries, grammar, teaching 
aids, etc.; 
e) Be a language in which there were a cadre of 
trained teachers, curriculum and materials 
developers, and writers skilled in the target 
language and the language of the learners. 
(P. 134-5) 
These ideal characteristics may not be found in the 
potential language candidates, nonetheless Shaw's list does 
provide a pedagogical guideline which, if it can be applied, 
would increase the success of the language chosen for medium 
of instruction. 
Psychological Factors 
A major development in the field of language teaching 
and learning in this century has been the shift in emphasis 
from materials and methods to the recognition of the learner 
as the crucial element in language and learning process 
(Freire, 1987 ) . 
The new approach recognizes the fact that children are 
removed from their homes at an age when they are still in 
the process of emotional, intellectual and linguistic 
development. In accordance with this, language planners are 
now more sensitive to the promotion of language policies 
that would not disturb the child's sense of security, 
distort his or her self-image and pride, and alienate the 
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child from his or her culture. Thus, from a psychological 
perspective, the language best suited for instruction would 
be: 
* A language that would promote success in 
learning and lead to motivation and enjoyment 
of the school life; 
* A language that did not threaten the learner's 
pride in his/her culture, tradition and 
language; 
* A language that is officially recognized by the 
government so that it had some added status. 
(Shaw, 1983, p. 164) 
This guideline seems to suggest that instruction in the 
mother tongue or in a second language that is from the same 
culture can help enhance learning effectiveness, and prevent 
the development of feelings of inferiority and alienation. 
Economic Factors 
Some research has found a correlation between literacy 
and economic development, but research has been unable to 
establish that literacy is a precondition to economic 
development (Harman, 1974). However, given a world 
situation in which illiteracy and underdevelopment went hand 
in hand, many people have made the assumption that literacy 
and development were interconnected. This assumption, the 
••Literacy myth", to use the characterization of Graff 
(1979), has encouraged national leaders in the belief 
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an advance in literacy would lead to an advance in the 
country's economic development. Values such as self and 
economic worth, mobility, access to information and 
knowledge, rationality, morality and orderliness, are among 
the many qualities linked to literacy for individuals. 
According to Harman (1974), there may be some connection 
between literacy and economic development, but this 
connection is not strong enough to substantiate the 
"literacy myth". 
Along with the "literacy myth", there has existed a 
"language myth" (Shaw, 1983), that has linked linguistic 
homogeneity with economic development. Granted, the 
validity of the language myth may in fact be greater than 
that of the "literacy myth", but it has also led policy 
makers into false assumptions. In their search for a 
national language to unite the country and of the need of a 
limited number of languages for commerce, industry and the 
modern sector of the economy, it seems that some decision¬ 
makers have combined the two myths in formulating a policy 
of literacy and or formal school system in the national 
official language as a means to unite the nation and 
stimulate development. This combination has often resulted 
in the worst of both worlds in that it has failed to satisfy 
the aspirations of those being taught or the national 
language goals of the government. 
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Although it may be justifiable for governments to be 
concerned with the training of people in the language that 
will have the greatest impact on economic development, they 
should not use this concern as a rationale for the promotion 
of a limited number of languages that are used for economic 
I 
activities. On the other hand, it is impossible to 
I 
calculate the benefits of a good language policy in economic 
i 
terms because variables such as improved mobility, enhanced 
employment opportunities, and increased self-esteem, are not 
calculable in monetary terms. However, it might make sense 
I 
I 
to suggest from an economic point of view that the ideal 
i 
language is the language that can be taught in a minimal 
amount of time with a minimal experience. Because it is 
impossible to conduct a cost-benefit analysis of language 
policy in purely monetary terms, it does not make sense to 
choose a language policy simply because it is theoretically 
the cheapest alternative. Besides, the "cheapest" language 
policy in terms of monetary outlay may not produce all the 
benefits that might come from another language. 
According to Shaw (1983), from an economic perspective, 
the major concern should be on meeting the economic needs 
within the budgetary constraints rather than making costs 
the major criteria for language selection. A language that 
can be taught quickly, that already has a reservoir of 
literacy personnel and materials, and that is at a highly 
developed pedagogical stage in terms of its ability to be 
169 
used as a medium of instruction, is possibly, Shaw argues, 
the one that can be used with a minimal amount of expense 
compared to a language which requires a longer time to 
teach, and which needs a great deal of research and 
development. 
Political Factors 
Political forces have shaped language policy, including 
the choice of language of instruction in many countries, 
particularly in multiethnic/multilingual countries where the 
multiplicity of languages is seen as a hindrance to national 
development. This is a legitimate concern. A strong 
national language can improve administrative efficiency in 
all areas of national life, such as politics, commerce and 
education, or even serve as a bond between different speech 
communities and as a symbol of nationalism. Fishman's 1968 
study of the linguistically homogenous and heterogenous 
societies led him to conclude that "linguistically 
homogenous societies are usually economically more 
developed, educationally more advanced, politically more 
modernized and ideologically /politically more tranquil and 
stable." He also pointed out that this linguistic and 
cultural homogeneity was more a result of industrialization, 
modernization, westernization, Christianization, and general 
homogenization than a planned language policy. The 
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correlation between a national language and national 
development has been stated as follows: 
"A country can have any degree of 
language uniformity or fragmentation and 
still be underdeveloped; and a country 
whose entire population more or less 
speaks the same language can be anywhere 
from very rich to very poor. But a 
country that is linguistically highly 
heterogenous is always underdeveloped, 
and a country that is developed always 
has considerable language uniformity. 
Language uniformity is a necessary but 
not sufficient condition of economic 
development, and economic development is 
a sufficient but not necessary condition 
of language uniformity. Economic growth 
might not occur without or even with 
linguistic assimilation, but if it does 
occur, then language unification first 
by language learning and then also by 
language shift will follow rapidly." 
Pool (1972, p. 213), quoted in Shaw 
(1983, p. 188) 
A word of warning comes from Kelman's (1968) research 
findings. He suggests that deliberate efforts to create a 
national identity might undermine the sense of security 
among ethnic subgroups and may even forge stronger 
attachments to one's own culture and language. Thus, 
language can be both an instrument and a barrier to national 
participation. It can be a powerful tool for unifying a 
"diverse population" but it has the potential to be a major 
source of "internal conflict". He further noted that while 
a common language would make it easier to develop political, 
economic and social institutions that could serve a large 
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population., the imposition of a language among subgroups 
with strong attachments to their mother tongue could lead to 
disintegration rather than unity. 
The same concern was expressed by UNESCO's experts in a 
1947 conference: 
"...language in itself is neither a 
cohesive nor a dissolving agent, that a 
common language follows rather than 
precedes common interests. The barriers 
to unity are to be found in attitudes 
and outlooks arising from a different 
historical development and from 
conflicting economic interests, and in 
modern times from different ideologies." 
(UNESCO, 1947, p. 116) 
Furthermore, policy makers should be aware of the political 
forces that are at work in favor or in opposition to the 
languages that they are considering and should also have the 
basic information on the politically assigned roles of 
languages in society and in the subculture they are dealing 
with (Shaw, 1983). As Criper et al (1971) have observed, 
"The problems that arise in formulating and carrying out a 
vernacular language policy depends upon the degree of 
complexity in linguistic terms, of the administrative units 
with which the government ministries most directly deal" 
Recognizing this complexity (UNESCO, 1977), experts observed 
that the relationships existing between different languages, 
home language, regional language, school language, national 
language, and official language should be taken into 
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consideration because a seemingly strong appropriate choice 
at one level of operation might be a poor choice at another 
level. 
Consequently, policy makers should have a clear 
understanding of the context in which their program is going 
to operate. As one moves along the continuum of levels from 
village to district to regional to national and to 
international, changes take place in the distribution of the 
languages under consideration and the relationships between 
those languages (Shaw, 1983). 
It is difficult for decision makers to understand the 
feelings toward languages which are often a result of 
historical events that have caused certain attitudes to 
develop. Attitudes may also evolve in reaction to present 
political maneuvering between groups. Supporting this point 
of view, Spencer (1963) asserts that language can rarely be 
established by imposition. In fact; 
"It is only in the modern period of 
universal state provided education that 
linguistic manipulation of populations 
becomes really possible, with modern 
methods of mass communication placing in 
the mid-twentieth century a further 
powerful tool in the hands of the woul 
be linguistic planners and 
manipulators." 
(Spencer, 1963, p. 27) 
Thus, language policy does not take place as an 
isolated activity. The first and most fundamental question 
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that must be considered in developing a national language 
policy according to D. E. Ingram (1987) concerns the present 
nature of the society and its needs and what the nation 
wants the society to become. A national language policy 
must identify and state explicitly the present and future 
needs as well as the goals and objectives to be sought. As 
the previous discussion indicates, a coherent, rational and 
justified language policy must consider at least six 
interrelated areas including: 1) socio-linguistic, 2) socio¬ 
cultural, 3) economic variables, 4) relevant psychological, 
5) pedagogical, and 6) political variables. 
More specific than language planning itself, is an area 
of development education, an area of specialization that has 
grown out of the fields of education and language planning 
(Textor, 1963). It too is encompassed in an 
interdisciplinary framework and seeks to relate education to 
politics, society and culture. Although the relative 
importance of these variables has changed over the years, 
the trend today is toward an emphasis on education in 
languages that come from within the geographic and cultural 
regions of the nation (Rubin and Jernud, 1975). 
in the early 1950's, policy makers seemed to be 
convinced that an increased level of education would produce 
more "modern" societies in the developing world. The period 
of the 1950's and 1960's viewed education as a causal 
modernizing agent with the definition of "modernization 
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linked closely with economic development. Western models of 
education were highly respected and overseas study was 
encouraged as western languages and thought patterns were 
used as the standard. 
By the 1980's, however, theorists turned from goals of 
modernization to concerns of dependency. Dependency 
theorists, including Walters (1981), Dadzie (1980), and Dale 
(1982) believe that adherence to capitalist models of 
education fosters a continuation of the status quo with 
power placed in the domains of peripheral elites or 
multinational corporations with no real gains for the 
majority of the citizens. The trend has shifted to 
considerations of unity and nationalism and socio-economic 
considerations that have supported the exploration of 
educational development in indigenous languages. 
Failure of governments to give due regard to language 
(Teague, 1985) means, in multilingual societies, that 
sections of the society will be denied access to resources, 
equality and mutual respect that allows cultures to interact 
and evolve. Internationally, he goes on to say, it means 
that a nation that neglects to develop its skills in other 
languages will be deprived of the knowledge, including 
modern technology, developed elsewhere. It will be unable 
to communicate effectively with other nations, or will 
become progressively less effective in international trade 
and diplomacy. Therefore, a national language policy should 
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constitute an overview of the society and provide a 
perspective that identifies present and future trends and 
needs. In the context of a multilingual and multicultural 
society such as Guinea-Bissau, this approach raises issues 
of both purpose and method in policy-making. 
CHAPTER VI 
SUMMARY AND RECOMMENDATIONS 
Introduction 
The preceeding chapters have identified and discussed 
factors affecting educational reform in Africa. The 
particular case of Guinea-Bissau was analyzed. The role and 
impact of an indigenous language of instruction in helping 
to bring about a genuine educational system was stressed. 
Problems and alternatives confronting policy makers in the 
choice of a language of instruction was also discussed. 
This chapter includes an analysis of the data from the 
research study on the relevance and efficiency of Guinea- 
Bissau primary school education, and offers some 
observations and recommendations based on the research. 
Analysis of the Data 
Data on the relevance and efficiency of primary school 
education in Guinea-Bissau were gathered mainly through two 
primary research methodologies: Interviews, and asurvey 
questionnaire (discussed in Chapter III). The theoretical 
framework used to analyze the data are the grounded theory 
approach suggested by Glaser and Strauss (1967) combined 
with Becker's stages of data analysis. 
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The grounded theory approach involves the creation of 
conceptual categories and identification of categories of 
information based on the data. Grounded theory was defined 
by Taylor and Bogden (1984:126) as a "method for discovering 
theories, concepts, hypotheses and propositions directly 
from the data, rather than from prior assumptions, other 
research or existing theoretical frameworks." 
This approach to data analysis produced a list of 
categories, ideas and theories from both the interviews and 
the survey questionnaire. The frequency with which each 
topic appeared was recorded and expressed in percentage 
terms. According to Bogden and Taylor (1984), through a 
systematic content analysis. 
"The researcher simultaneously codes, 
analyzes data in order to develop 
concepts by continually comparing 
specific incidents in the data, the 
researcher refines these concepts, 
identifies their priorities, explores 
their relationship to one another, 
integrates them into a coherent theory." 
(p. 126) 
The analysis of data is a creative process (Patton, 1980): 
"There are no clear-cut rules about how 
to proceed. The task is to do one's 
best to make sense out of things. A 
qualitative analyst returns to the data 
over and over again to see if 
constructs, categories, explanations, 
and interpretations make sense, if they 
really reflect the nature of the 
phenomena. Creativity, intellectual 
rigor, perseverance, and insight, these 
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are the intangibles that go beyond the 
routine applications of scientific 
procedures." (p. 339) 
Positions taken by the majority of the respondents are 
summarized and illustrated here along with some of their 
statements. 
One of the issues explored was the envisaged reform of 
Primary School Education. The issue was greeted with 
considerable satisfaction, but there remained some concern 
about what this reform might address or leave out, as well 
as how much could be achieved by school reform in terms of 
its impact on the socio-economic development of the country. 
"The way I see it," argued one of the subjects: 
"It will be difficult to achieve all the 
objectives and the results that the 
government is aiming at with the present 
management and administrative 
structure." 
Another subject expressed the same point of view when she 
said, 
"Educational changes aimed at 
influencing economic, social or 
political life cannot produce desired 
results in the absence of measures in 
other spheres as well. Educational 
reform, I think, should be part of an 
overall strategy." 
A significant comment on the reform was stated this way, 
showing clearly the anxiety of this particular subject: 
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"Efforts should also be aimed at 
changing old attitudes toward education 
because of the historically entrenched 
reluctance of educational administrators 
and teachers... their perspectives tend 
to be conservative... they constitute an 
obstacle to any radical change that 
decision-makers might wish to 
introduce." 
Concern about the bureaucratic machinery and the highly 
centralized decision-making process was expressed when one 
of the respondents stated: 
"The issue of loosening the bureaucratic 
machinery should be of concern, for 
unless officials at the regionalized or 
decentralized service level have some 
decision-making leverage, the reform 
efforts may be jeopardized." 
Some subjects expressed their reservation on the readiness 
of the Ministry of Education to implement the reform this 
way: 
"The priority right now for the Ministry 
of Education, I think, should be to 
strengthen the managerial and 
administrative capabilities of the 
educational personnel, especially at the 
decentralized levels... The planning 
department will have to be able to 
properly mobilize and rationalize the 
resources available to achieve the 
proposed objectives." 
interviewee put it this way: 
"There is no question that Educational 
Reform is called for, let us assume that 
Another 
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Guinea Bissau has the potential to 
achieve this objective or put it 
differently, to what extent is the 
socio-economic development of the 
country dependent on the achievement of 
- objective? There are several 
considerations that should be addressed 
before embarking on such a reform 
because it is very costly. 
Another major issue explored in both the interviews and the 
questionnaire is the relevance of primary school 
education to the socio-economic development of the country. 
The researcher wanted to obtain the subjects' perceptions on 
the so-called "Africanization" of the school system. 
The subjects (about sixty percent) think that at 
present primary education in Guinea-Bissau is largely based 
on the Portugese system. One of the subjects indicated: 
"I visited a couple of schools while I 
was in Guinea-Bissau. I think that the 
educational system is very much still 
based on the Portugese system and not on 
a different approach." 
Yet another subject responded: 
"...I see Guinea-Bissau as having a 
problem defining what the primary school 
education should accomplish." 
Another respondent stated: 
"We should distinguish between positive 
and negative changes in the present 
educational system; we should see as 
positive the rapid expansion of 
educational opportunity; on the other 
hand, the quality of education, the 
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quality of teachers have slipped since 
independence." 
As yet another subject put it: 
"It is evident that now, the emphasis is 
different, but still there are some 
major similarities between the colonial 
system of education and the present one. 
Too many teachers from Portugal, some 
courses are irrelevant to Guinea-Bissau, 
the use of the Portugese language... I 
think the curriculum is confusing to 
both teachers and kids and it is not 
geared to community life or the needs of 
the country at large." 
On the issue of language of instruction, the 
respondents are clearly divided in their opinion about the 
usefulness of a national language in education. The 
majority (55.9%) expresses a negative attitude towards the 
introduction of an indigenous language of instruction, and 
favored Portugese. Several among them expressed the view 
that it would be "puerile" to teach in an indigenous 
language because indigenous languages have no international 
projection and would therefore close Guinea-Bissau and 
deprive it from contacts and exchanges with the rest of the 
world. Within these respondants (55.9%), some 3.4% of the 
subjects went so far as recommending either French or 
English as the language of instruction. This, they argue, 
will enable Guinea-Bissau to communicate and therefore take 
advantage of the opportunities offered by most 
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technologically advanced countries, and thus reach 
modernization faster. 
22% of the subjects were in favor of using an 
indigenous language of instruction. This group expressed 
the belief that a national indigenous language would not 
only be functional in education, government, and trade, but 
would also embrace relations with neighboring countries. At 
the same time, they agree that international languages 
should be promoted as a general vehicle for external 
relations: 
"A good education must be given in the 
indigenous language. To develop 
education in the native language is to 
develop civilization." 
Among the indigenous languages, creolo was clearly the 
choice (75%0 followed by Balanta (25) and Manjafo (7%). 
It should be pointed out that although these 
percentages do reflect the present atmosphere concerning the 
language debate in Guinea-Bissau, it does go beyond the 
language question in that it also confirms the high level of 
assimilation/alienation among the so-called "intellectual 
elite". This fact is very disturbing insofar as it is among 
this group that the future leaders will emerge. On the 
other hand, there is reason for hope. It was encouraging to 
see that respondents addressed all the issues as Guineans. 
There wasn't a single attempt to identify with their 
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particular ethnic group, issues were addressed from a 
national perspective. 
Another dimension of the educational system that 
frequently emerged during the interviews and was recognized 
by 80% of the respondents to the survey as a possible factor 
behind the low efficiency of the educational system is the 
cultural aspect. 
"The country, in my opinion", said one of the subjects: 
"Should not jump into any hasty reforms 
until a detailed study of the socio¬ 
cultural reality plus a study of the 
socio-economic activity, and occupations 
as it concerns each region is done, so 
that the particularities and 
similarities between and within regions 
can be taken into account." 
The same opinion was expressed by other respondents: 
"A study of the different cultural 
holidays and economic activities of 
major ethnic groups should be carried 
out... a child should not only learn how 
to read and write but also about his/her 
culture." 
"The present disregard for cultural 
holidays and agricultural activities 
strongly disadvantages the rural 
children - the majority - because when 
the time comes, they are pulled out from 
school to attend such ceremonies or to 
lend a helping hand in the fields." 
"To be a good citizen, a child should 
not only be exposed to the socio¬ 
economic life of the community, but also 
to its cultural heritage." 
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"School life should be compatible with 
family life in order to serve the 
interest of society... The school should 
cultural traditions so that the 
children will be aware of and learn to 
respect their culture." 
"The problem is that the present school 
system is tailored to the reality of 
Portugal, not to that of Guinea-Bissau." 
There is a high degree of consensus regarding the role of 
culture in society and school. However there is a need for 
consensus on which holidays should be observed officially. 
Given the multiplicity of ethnic groups, hence cultural 
holidays, the solution to this issue may require more than 
just a simple adjustment of the school calendars, if the 
system is to be fair and make sure no child is penalized for 
skipping classes because of strongly held religious or 
cultural beliefs. It is clear that Guinea-Bissau needs a 
school calendar that will not disrupt economic/agricultural 
activities, one that respects cultural holidays in order to 
guarantee a consistent and regular school attendance. A 
compromise between the political sector, the productive 
sector, the cultural sector, and the school administration 
has to be worked out. One should be aware, however, that 
the solution to the problem is more complex than it is 
pictured here because reaching consensus in Guinea-Bissau is 
not easy. It is encouraging, however, to see the high 
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degree of sensitivity that the issue commands among the 
participants of this study. 
As far as democratization of education is concerned 
(defined here as equality of access and opportunity to 
succeed), participants were asked for opinion regarding 
three related aspects: free education (no fee), admission 
age, and evaluation criteria. 
About 77% of the respondants share the opinion that 
Primary Education should be free. 
"Every child should be given the chance 
to receive a basic education... a policy 
of free Primary education would ensure 
that children from low income families 
have a right to education." 
Free primary education is not enough. 
Other measures have to be used, a better 
job has to be done, especially in rural 
areas, to change the attitude of the 
community toward sending their kids to 
school." 
The question on the admission age to primary school elicited 
some very interesting reflections. Respondents were sharply 
divided on this issue. 34.4% of the subjects feel that the 
admission age should remain at age 7 as is currently the 
case. Among the arguments justifying their position: 
"Taking into account that children have 
to walk to school, at age 7, children 
are old enough to find their way 
around." 
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Age 7 is a good age because it gives 
the family the chance to teach their 
kid?JSOme cultural values... once the 
child enters school, this relationship 
The arguments to lower the admission age to 6 or 5 are 
equally strong, with 54.8% of the respondants holding this 
position: 
The children of today are ahead about 2 
years.. . it has been demonstrated that 
children learn better when they are 
younger and are caught at an age when 
they are curious about their 
environment". 
"Given the reality of Guinea-Bissau, age 
6 or 5 would be more appropriate so that 
the child can be exposed to the language 
of instruction as soon as possible." 
"The admission age should be lowered... 
this will help democratize our system 
and give all children, those who can or 
cannot attend kindergarten, an equal 
chance to succeed in school." 
"Admission age should be lowered to 5. 
This would give an alternative to 
working mothers and free sisters (girls) 
to attend schools." 
The third aspect of democratization of education discussed 
was the evaluation procedure used in the schools. 
Some 57% of the respondants feel that final exams at 
the end of the year are wrong: 
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"final exams at the end of the year are 
unfair and it does not tell us anything 
about the quality of our educational 
system." 
"Examinations are not fair because they 
are given at the end of the year. It is 
psychologically discouraging to the 
children and they drop out before the 
exam. 
"A final exam at the end of the year is 
not the answer... to ensure fairness, an 
average score system should be 
institutionalized." 
"A better assessment of a child's 
progress could be an automatic 
promotion, then a final exam 
administered in the transition from 
primary to secondary school." 
"I would say our school system is not 
fair in general because I was a teacher 
at Bairo de Ajuda, I had kids coming to 
school hungry, they attend school all 
day without anything to eat." 
As can be gathered from the above arguments related to the 
democratization of education, subjects went far beyond the 
three specific questions, and touched upon quality of 
education, gender discrimination, social and economic 
issues. Lowering the admissions age to 6 or 5 would mean 
sending children to school at an earlier age. Since not all 
children have access to kindergarten or pre-school, by the 
time they reach age 7, all children would in theory have had 
the same exposure to the school environment with or without 
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having passed through kindergarten, provided the curriculum 
is adjusted to take into account the new official entry age. 
It is not clear, however, that a lower admission age 
would affect the enrollment ratio in favor of increased 
enrollment for girls, it is acceptable to assume that since 
young girls, among other things, are supposed to babysit and 
take care of their younger siblings, a lower admission age 
may indeed result in girls being released from that task, 
thus enabling them to go to school while they are still of 
school age". On the other hand, there is no guarantee that 
the next priority after babysitting would be to send the 
young girls to school. 
Presently in Guinea-Bissau, girls represent only 27% of 
primary school enrollment, 16% in secondary school, and 10% 
in vocational training (Education Statistics of Guinea- 
Bissau 1985-86). There is indeed cause for concern. The 
new Educational Reform Agenda must address the issue and 
define specific strategies that will assist in narrowing 
this disparity. 
As was pointed out by some of the respondents, lowering 
the school age may bring serious problems of accessibility 
of the school age children given the lack of transportation 
provisions in the school system and the fact that the 
distance between the child's home community and the school 
is often more than a 30 minute walk. At the age of 5 or 6, 
the child would be less likely to make this journey than at 
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age 7. Leaving the present admission age unchanged at 7 
could in fact give the family a chance to solidify family 
and cultural bonds before the child becomes part of a school 
system which at present uproots the child from his culture 
and family values. 
After independence, the government proclaimed free 
primary education. Although this did not guarantee equality 
of access or equality of opportunity, it did convey the 
message that education is important and that everyone has a 
right to it. However, as was pointed out by some 
respondents, free education may not compensate for the 
opportunity cost of competing activities. Parents still 
must decide whether their children should go to school or 
help on the farm. Parental decisions will depend on the 
perceived value of education as opposed to other competing 
activities. The Evaluation System, (i.e. final exam at the 
end of the year) is seen as anti-democratic and as failing 
to achieve any kind of goal. The final exams certainly do 
not tell us anything about the knowledge acquired, and in 
most cases children are not fluent in the language in which 
they are supposed to demonstrate that knowledge. 
Consequently, the promotion rate is very low. It is 
unfortunate that the rate of exam failure has been 
interpreted as an indicator of low quality of education. 
Quality should be assessed in terms of the relevance of the 
curriculum to the socio-economic and socio-cultural 
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realities of the country and not in comparison to some 
external exam standards. 
Summary 
There seems to be a consensus among the subjects about 
the need to achieve a balance between educational reform in 
terms of its content and the reform of the management and 
decision-making process. Secondly, although coordination of 
the school calendar was seen as an issue, the level of 
community involvement in school life was more of a concern 
to subjects. There was also an agreement that the planning 
department should play a major role in educational reform. 
However, 80% of the subjects pointed out the need for the 
planning department to strengthen its coordination 
mechanisms and make sure that policy guidelines are 
correctly translated and clearly understood at the various 
levels in the system. 
Although the quality and relevance of the curriculum 
was a concern, emphasis among the subjects was placed on 
issues such as: (1) the efficiency and quality of work and 
motivation of personnel, (2) the quality of the 
administrative staff, (3) the distribution of power, (4) the 
decision-making process, and (5) the capability of the 
Ministry of Education to implement reform. 
The researcher was pleased with the enthusiasm and 
depth with which respondents tackled each question. It 
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seems, however, that issues related to the quality of 
education, the evaluation process, and the language of 
instruction dominated their thinking. Discussion and 
comments from the participants went far beyond the immediate 
issues and enriched the study with valuable information and 
insights. These research findings will be incorporated into 
the sections that follow. 
General Recommendations 
This section focuses on the procedures and processes 
that could be used in planning a reform program: 
Institutional aspects, planning aspects. Implementation, 
Monitoring, Evaluation, and Research. 
Institutional Aspects 
For many years, all sorts of people have been trying to 
change education, mostly without success. (A. Combs, 1988). 
For the past thirty years, the United States has used a 
number of approaches to educational reform, including 
teaching machines, psychological testing, audiovisual 
gadgets, open schools, and open classrooms, "new math , 
behavior modification, competency-based instruction, voucher 
systems, computer technology, and "back to the basics". 
Each attempt was vigorously advocated by educators, parents, 
school boards, or legislators, who hoped that it would prove 
to be the key to educational reform. 
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How is it that so many good ideas have proven so 
disappointing? Combs attributes the failure to three main 
reasons. First, the reform attempts concentrate on things 
rather than on people. Each effort just mentioned focused on 
things, on gadgets, on methods, subjects, ways of organizing 
or administering. Education, asserts Combs, is a people 
business, made up of thousands of students and educators. 
Assuming that vital changes can be brought about in such a 
colossus by tinkering with methods and organizations is in 
Comb's words, "flirting with futility". Truly effective 
reform is so complex that it can only be accomplished by 
effecting changes in people, especially through those in 
closest touch with students. 
Secondly, traditional efforts to reform are based on 
only partly correct assumptions. Whatever action we take to 
bring about change depends upon the assumptions from which 
we begin. Beginning from partly correct assumptions will 
result in partly right answers, which encourage us to keep 
trying in the same direction in the hope that if we just try 
harder or do it more often or with greater vigor then surely 
it will produce the changes we hope for. The consequences 
of this vicious circle. Combs argues, is that educational 
reform gets locked into a closed loop system: We are forever 
seeking solutions from the same old assumptions instead of 
searching for a new and more accurate basis for taking 
action. 
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The third reason is closely linked to the second. 
Laid-on solutions rarely achieve their anticipated results. 
The traditional thinking about reform goes like this: 
determine the objectives to be accomplished, plan a program 
to achieve them, put the plan into action, and then evaluate 
whether it worked. Because that strategy sounds so 
straightforward, so logical, so businesslike, few people 
ever question it. 
Unfortunately, as Combs points out, people don't always 
behave according to logic, they have a habit of making up 
their own minds about events and acting in terms of how 
things seem from their points of view (Combs, 1988). 
"After many unsuccessful attempts to 
improve our institutions, it is time we 
begin focusing on people, not methods, 
and encouraging experimentation at the 
local level, rather than imposing more 
edicts from on high." 
This suggests the use of an approach that would allow the 
reformer to explore the complexity, ambiguity, and 
uncertainty so characteristic of educational problems. 
Indeed, according to Combs, to bring about effective change, 
we should concentrate on changing people's beliefs. 
In order to do that. Combs recommends that one should 
not concentrate on external things like gadgets and methods, 
but rather on altering the belief system of the people who 
make decisions and those who do the work, emphasizing 
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processes, not preconceived outcomes. Changing peoples 
beliefs is seldom accomplished by force or coercion, neither 
is it generally achieved by lecturing, exhorting, ordering, 
legislation, administrative mandate or techniques of reward 
and punishment (Combs, 1988). To change people's beliefs 
requires creating conditions for change rather than imposing 
reforms. it calls for an open system of thinking rather 
than the closed systems most reformers are used to. A 
closed systems approach, according to Combs, is a valid and 
useful approach in dealing with problems; a) that have to do 
with things, b) whose goals are simple and clear; and c) 
where control of events is securely in the hands of the 
leader. 
Unfortunately, despite the fact that few problems in 
education meet these closed system criteria, most 
educational reformers have approached the matter from a 
closed system orientation. The open systems approach works 
best for problems that a) deal with people, b) whose 
objectives are broad and complex, and c) whose outcomes 
cannot be precisely defined in advance. While the majority 
of the problems in education meet the criteria for an open 
system, few reformers understand the open-system process or 
have the skills to put the approach into action. 
Combs is therefore suggesting an open system approach 
to educational reform. The concept of educational 
institution as an open socio-technical system enables one to 
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see the internal arrangements of a particular organization 
as at once unique and part of an interaction with its larger 
supra-system. In contemporary organizational theory, this 
concept is coupled with the open system theory. 
Open system theory contends that organization can be 
viewed as open systems with key systems characteristics. In 
the simplest of terms, a system is a "set of interrelated 
elements". These elements are interdependent such that 
changes in the nature of one component may lead to changes 
in the nature of other components. Furthermore, because the 
system is embedded within larger systems, it is dependent on 
the larger environment for resources, information and 
feedback (Katz and Kahn, 1966). 
The notion of open systems also implies the existence 
of some boundary differentiating the system from the larger 
environment as opposed to closed systems which are mostly 
comprehensible and predictable, not dependent on the 
environment and tend to have more rigid boundaries. 
An open system is "open" in two senses: 1) the 
materials necessary for the maintenance of the system must 
be obtained from the environment and the system releases 
something into the environment in the form of a useful 
product or waste material, and 2) there is an active 
response. This requires sensing devices which enable a 
system to "actively adjust its responses to stimuli". The 
extent of adjustment may be limited only by the variety of 
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responses of which the system is capable. Finally, 
organizations have the potential to react to external 
stimuli, redesigning a product the environment does not 
readily absorb. Thus, the emphasis is on a conception of 
organizations as adaptive open systems dependent on a 
continual interchange with the environment for maintenance. 
The interaction occurs on two "sides" of the organization. 
On the input side, capital, personnel information and 
materials which the system needs in order to operate 
(elements internal to the organization) and on the output 
side, disposing of the product developed by or services 
provided by the organization. Katz and Kahn (1986) 
presented in the form of a listing major characteristics of 
social systems. An adapted list of these characteristics is 
as follows: 
1. Importation of energy. A system functions by 
importing energy (information, products, material, 
etc.) from the larger environment. 
2. Throughput. Systems send more energy through them, 
largely in the form of transformation processes. 
These are often multiple processes (i.e., decisions, 
material manipulation, etc.) 
3. Output. Systems send energy back to the larger 
environment in the form of products, services, and 
other kinds of outcomes which may or may not be 
intended. 
4. Cycles of events over time. Systems function over 
time and thus are dynamic in nature. Events tend to 
occur in natural repetitive cycles of input, 
throughput and output, with events in sequence 
occurring over and over again. 
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Equilibrium seeking. Systems tend to move toward the 
state where all components are in equilibrium--where 
a steady state exists. When changes are made that 
result in an imbalance, different components of the 
system move to restore the balance. 
6. Feedback. Systems use information about their output 
to regulate their input and transformation processes. 
These informational connections also exist between 
system components, and thus changes in the 
functioning of one component will lead to changes in 
other system components (second-order effects). 
7. Increasing differentiation. As systems grow, they 
also tend to increase their differentiation; more 
components are added, more feedback loops, more 
transformation processes. Thus, as systems get 
larger, they also become more complex. 
8. Equifinality. Different system configurations may 
lead to the same end point, or conversely, the same 
end state may be reached by a variety of different 
processes. 
9. System survival requirements. Because of the 
inherent tendency of systems to "run down" or 
dissipate their energy, certain functions must be 
performed (at least at minimal levels) over time. 
These requirements include (a) goal achievement, and 
(b) adaptation (the ability to maintain balanced 
successful transactions with the environment). 
To provide conditions for successful change, innovators 
need an understanding of open systems, a belief in their 
importance and the skills to set them in operation. 
Efforts aimed at reform must be based on ideas that are 
important to those who must carry them out. Combs contends; 
a major drawback to effective innovation is the failure to 
determine what is truly important. He illustrated the 
scenario as follows: 
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"When I don't know what is important, 
everything is important. I have to do 
everything. When we cannot tell what 
really matters, everything is a crisis 
and we become exhausted." 
Secondly, we should begin from local problems. Some efforts 
at educational reform have addressed problems someone else 
thinks should be addressed instead of the problems that 
really exist. if people are going to be motivated to deal 
with problems, they must see and feel the problem as theirs. 
Reforms imposed without acceptance or commitment by those 
who must implement them only add to frustration, resentment 
and burn-out. Concentrating on local problems and 
confronting them facilitates the discovery of appropriate 
solutions. 
Large institutions inevitably develop inertia and 
Guinea-Bissau's educational system is no exception. It 
takes no more than a glance at any level of the system to 
see real obstacles to reform: a) physically, barriers exist 
in lack of resources and equipment, b) administratively, in 
regulations and procedures, c) philosophically, in personal 
feelings, attitudes and beliefs, and d) environmentally, 
obstacles sometimes exist in the definition of the problem. 
These barriers, according to Combs should be eliminated in 
order to open the road to reform. 
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Planning 
A good reform cannot take place without systematic 
planning (Jacobs, 1964) defined as the process of preparing 
a set of decisions for action directed toward achieving 
goals. Planning is a day-to-day exercise which takes place 
at different levels of the educational system. 
Determining the degree of necessity and feasibility of 
educational planning within a society greatly depends on the 
operational definition given to education (Arredondo, 1982). 
Educational planning is a general concept that represents a 
number of different philosophies, processes, institutions, 
and pedagogical theories, etc. Educational planning as both 
concept and practice is a derivation of the chosen 
operational level and its delimitations. 
In general, education implies the acquisition of 
knowledge skills and attitudes for the incorporation and 
participation of the individual within the society they live 
in. It is broadly accepted that through education, a number 
of important national goals can be accomplished, namely 
social and political cohesion, a sense of nationality 
equality of opportunities for success, modernization, 
economic development, compliance with human rights and so on 
(Arredondo, 1982). All these assumptions explain the 
positive connotation universally implied in the concept of 
"education". 
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These elements seem to be enough to justify the 
rational exercise of planning timed to ensure the attainment 
of such goals in the optimal way. in fact, developing 
countries have been involved in educational planning for the 
last thirty years under a number of approaches and 
assumptions. The broad question, however, is that of 
knowing what are those things that may be subject to 
planning and how the planning goal can be better attained. 
It seems reasonable to believe that the feasibility of 
educational planning depends to a great extent on the 
clarification of major assumptions about the role of 
education. 
If education is conceived as being a sectional activity 
that "produces" individuals with the necessary 
characteristics to reinforce a social system whose 
objectives have already been defined, how and by whom were 
such objectives defined? In what ways are they adapted to 
the ever-changing social reality? What kind of rules 
regulate the different sections of the society (economic, 
political, social, etc.)? What are the most influential 
elements which operationally define the type of individual 
"produced" by the educational sectors? 
Finally, if education is regarded as a compulsory 
welfare proposal provided by the government whose main 
purpose is to meet a universally accepted human right 
regardless of the future impact upon the individuals, what 
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are the criteria determining the amount of education 
provided? What are the conditions that create that "welfare 
approach" to education? Does it make any sense to provide 
an education unable to insure real and meaningful individual 
participation within the society? How are these welfare 
type educational programs organized and evaluated? What 
type of criteria are used in selecting the target 
population? Who defines the educational content of these 
programs? 
In any case, comprehensive educational planning has to 
deal with the following basic elements: 
a) Content. This concerns the type of knowledge 
important and relevant for the social group in 
order to enhance understanding of the social 
reality and to improve social interaction among 
the members of the community. This certainly 
implies the existence of a set of values and the 
definition of priorities. The question is how can 
this be determined. 
b) The target population. This concerns the 
relationship between specific groups of people and 
specific types of knowledge. Given the 
impossibility of each individual to know or do 
everything, the question is what are or should be 
the factors which define the role a person has to 
play in the society as a result of knowledge and 
skills acquired through education? 
c) Pedaqoqy. This concerns the most effective^ 
and appropriate ways to learn, requiring knowledge 
of both the characteristics of the learner and of 
the subject matter to be learned. How are these 
determined, and how are those "ways to learn" to 
be organized? Further, how can it be assured that 
everybody has a real opportunity to be exposed to 
a number of ways to learn? 
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The reward system. This concerns the 
relationship between the type of education and 
economic and social rewards. This element is a 
crucial one since its characteristics have a 
considerable impact upon individual motivation, 
social demand for education and the use of 
personal and social/economic resources. 
Therefore, it is important to make clear the 
relation among educational attainments, social 
roles, and the rewards offered by the social 
system. 
Thus, educational planning is a complex activity if it 
is seen within the broader context of meaningful and 
participative social planning. There should be at least two 
major steps in the educational planning activity, first the 
definition of values, goals and priorities which may be 
called the "external dimension of planning", since they have 
to be in accordance with the broader societal goals, and 
second, the programmatic and operational level or the 
"internal dimension of planning" which defines the "how" of 
the activity, once the general direction has been 
established. The first step places educational planning in 
an instrumental role for the achievement of the broader 
societal goals. This means that a sound social planning 
strategy necessarily must include an educational plan 
appropriate to the nature of such goals. 
The second step concerns the issue of how different 
educational models or approaches can be better organized and 
implemented so as to reach those educational objectives 
which are relevant to overall societal goals. For this to 
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be possible, in-depth understanding of the nature and causes 
of current educational problems in Guinea-Bissau must be 
clearly understood. Diagnosis of these problems should be 
the first steps for the elaboration of new planning agendas 
(Weiler, 1978). 
Diagnosing is important because the same fact can be 
interpreted in different ways and therefore different 
solutions are likely to be suggested with consequent impact 
on policy and planning decisions. For example, if the 
dropout problem in rural areas is believed to be caused by 
the students' lack of interest in the curricula or by poor 
teacher preparation, the policy implications will be 
completely different from those whose causes of the problem 
are found to be insufficient personal income. 
The type of diagnosis proposed is a comprehensive one, 
so as to challenge the most common assumptions about what 
education is and how it really works. This requires 
collection of information and description of facts both for 
the general perspectives to the relation between education 
and other sectors and from the perspective of those closely 
involved in the area of education. 
The second issue relates to the formulation of a 
statement of needs as well as of educational objectives. 
This exercise is relevant to the diagnosis because the 
diagnosis does not happen in a vacuum, but rather in the 
very specific context of the country. Thus, while assessing 
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educational objectives and needs factors, elements such as 
the relations of production, social structure, and decision- 
making processes should be considered. 
One has to know how the country has been working up to 
now. Secondly, one has to know the extent to which existing 
societal patterns have been assimilated by different social 
groups as this certainly will influence individual and group 
perspectives about educational needs. The third issue is to 
determine priorities and action. To do this it is necessary 
to have sufficient information both qualitatively and 
quantitatively about the way in which the society operates 
To categorize that information so as to make 
correlations and to determine causal relations. Last but 
not least we need to have a value paradigm which allows for 
judgments concerning the factors being analyzed. This 
paradigm will permit comparison between the current and the 
ideal status and also help define which problems need to be 
solved first (Weiler, 1978). Once educational objectives 
and needs have been articulated and prioritized, the next 
step is to find what is needed to achieve the objectives 
that are subject to planning. Attention should also be paid 
to the imbalance between educational planning and economic 
development planning. Steps toward solving the problems of 
imbalance between school offerings and the labor market 
would have to incorporate a future-oriented strategy in 
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planning and an overall revision of Primary Education 
(Sheffield and Diejomaoh, 1972). 
The success of this task depends on information. They 
propose not an educational measure per se, but a measure 
that provides necessary support to educational planning, 
e.g., the development of an information network that 
connects educational planners, schools, government agencies, 
and potential employers. The information provided should 
select directions of economic investments that anticipate 
demands for specific occupational education. With such an 
infusion, educational planners may be able to determine 
feasible alternatives for explicit job training, design 
curricula, determine the sequence and content of courses, 
and select students for programs ranging from basic 
education to training programs. 
According to Altbach (1978), the following aspects 
should be taken into account in planning education in a 
developing country: a) The overall context of economic and 
political dependency that characterizes many developing 
countries, b) the degree of structural integration of the 
society, (highly centralized vs. highly decentralized 
systems); c) the particular problem arising out of external 
financing of educational development, d) the degree of 
autonomy of the planner vis a vis the government; and e) the 
kind of overall policy goals, (rapid industrialization 
versus development of rural areas). 
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Indeed, in developing countries, one cannot talk about 
planning without talking about policy, and policymaking in 
developing countries cannot be conceived of independent from 
government. Therefore, a fundamental part of planning is to 
anticipate where the political, economic, and even religious 
winds may blow. Another dimension to be taken into 
consideration when planning education in a developing 
country is the role of foreign technical assistance. The 
political and economic interests of the aid givers and those 
of the aid receivers are not always complementary to each 
other. Keith Watson (1984) stated it this way: 
"The triple jeopardy of foreign economic 
and alien models of educational 
development and planning, and high 
dependency on outside financing for 
educational development turns the 
development of a genuinely indigenous 
model of education and educational 
planning into a very difficult task." 
It is a given that the greatest multiplier effect that 
external assistance provides in educational development is 
the breaking of strategic bottlenecks. The recipient 
country does not always possess the means to carry out such 
an effort independently. However, the experiences of the 
last decade shows that without good planning, the extra 
monies provided by external assistance can be spent 
ineffectively. 
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According to Dube (1975), this is the case because of 
differin9 perceptions and values between international 
experts and national educational planners. International 
experts, he contends, have relied upon macroeconomic and 
quantitative tools for planning education to the total 
neglect of equity criteria. They have also given little 
attention to the issues of social relevance. Whereas the 
International experts have been concerned with the economic 
sides of educational development, local educators and their 
political counterparts have been mainly preoccupied with the 
politically popular development slogans of expansion, 
universal primary education and manpower preparedness. The 
result is that a curious and often self-defeating adversary 
relation develops between external agencies with their 
resources and mandates, and internal political and 
educational leadership, with its local imperatives and 
inadequate resources. The solution to this awkward 
situation is for Africa to take full control of her 
resources and trim the development programs to the size of 
her resource strengths; otherwise planning and policymaking 
become redundant, or of little or no value because programs 
cannot be implemented (Francis J. Method, 1974). 
Implementation, Monitoring and Evaluation 
Policies have to be able to be evaluated, supplemented 
and amended or revised in the light of unforeseen needs or 
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new insights. Consequently, a comprehensive and coherent 
national reform program must be specific on how the goals 
and objectives are to be implemented and the policy 
monitored. 
Implementation proposals should indicate quite 
explicitly how the policy statements are to be attained, it 
is not enough, for instance, for a policy to support the 
notion of language maintenance and increased second language 
learning. if it is to succeed, it must propose concrete 
ways in which language offerings will be expanded, teachers 
selected, trained and appointed, materials developed and 
students attracted into courses. 
Implementation recommendations are needed on how a 
policy is to be administered, monitored, evaluated, and 
further researched and elaborated. Thus, appropriate 
administrative structures must be identified together with a 
national body charged with supervising the policy, if 
necessary. 
Reforms need to be evaluated and the process of 
evaluation is predicated (Harrison, 1968) upon the 
assumptions that there must be goals, a means of determining 
progress at different stages, and techniques for relating 
progress at one point to that of another in such a way as to 
determine whether improvement has been made, and if so, how 
much. Alkin (1970), in analyzing alternative ways for 
improving school assessment noted that evaluation is "the 
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process of ascertaining the decisions to be made selecting 
related information and collecting and analyzing information 
in order to report summary data useful to decision-makers in 
selecting alternatives." 
Because educational evaluation enables determination of 
how much progress has been made, it is particularly useful 
in determining exactly what to do next. In a greater sense, 
as Harrison (1968) put it, evaluation is a reaffirmation of 
allegiance to the stated aims of education in the sense that 
the program offerings and the effectiveness of the 
methodology employed are examined in the light of these 
aims. We must distinguish two kinds of evaluation. The 
first type guides and aids educational development. The 
second gives judgment as to the value or worth of the 
outcomes of the reform. Scriven (1963) applied the terms 
formative evaluation and summative evaluation respectively 
to the two kinds. 
One way of evaluating the goals, objectives, and aims 
of education is to look at the educational indicators. The 
term educational indicator has been defined by Gooler (1975) 
as statistics that enable interested publics to know the 
status of education at a particular moment in time with 
respect to selected variables that enable the researcher to 
make comparisons in that status over time, and project 
future status. Thus, educational indicators are seen as 
time series statistics that permit a study of trends and 
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changes in education. Cooler provided a neat summary of 
categories of educational indicators of which he identified 
five as follows: 
1} ^ctlvities6^09111011 and particiPation in educational 
2) The aspirations, needs and desires of various kinds 
of people in regards to education. 
3) The level of educational achievement. 
4) The impact of education on social, economic and 
cultural systems. 
5) The various kinds of educational resources available. 
Evaluation is thus a necessary element of a national reform 
policy to ensure that it is being implemented, the goals and 
objectives attained and the needs met. The ongoing 
monitoring and evaluation process is essential if the policy 
is to remain responsible to changing or newly identified 
needs and if the resource allocations required to support 
the policy are to be appropriate. 
Research 
During the two decades after independence, Guinea- 
Bissau witnessed an exponential expansion of her educational 
system. Concommitant with this enormous expansion of the 
educational system was the introduction of various 
institutions and programs to meet the changing needs. 
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Throughout Guinea-Bissau, dozens of innovative ideas 
are being tried out; in education, many innovations have 
been introduced with the express purpose of improving human 
resource development. How shall we ever know which of these 
noble ideas work? Even if we know that some of these 
activities work in some cases, can we be sure that they will 
work in other situations? For example, the success of the 
Experimental project in Creolo in the Tombali region does 
not necessarily imply that a similar project can be carried 
out successfully in all other regions in the country. 
Research helps us find out what is really happening. 
When we do know what is happening, including both the costs 
and benefits of a program, then we shall be in a position to 
make the best decision about the investment of resources in 
appropriate programs. Research helps us make distinctions 
between hunches and facts, opinions and empirical data. 
Guinea-Bissau, like many other developing countries, 
partially depends on external loans for many of her 
development programs. It is important that the borrowed 
money be used to achieve the goals for which it was 
intended; this money has to be accounted for in terms of the 
goods delivered. Research and evaluation have an important 
role to play in this need for accountability. Research can 
provide valuable assistance to policymaking on issues 
relevant to school reform, school structure, curriculum 
content, and methods of instruction. For example, we may 
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want to find out the age at which would be advisable to 
introduce the teaching of Creolo in the Primary School, as 
well as the methods of instruction that should be used. 
Furthermore, research skills can be used to assist in 
interpreting data which have already been collected. As 
part of the routine administrative procedures within the 
ministry of education, lists of statistical information are 
collected. These data are particularly useful in improving 
planning within the Ministry. 
213 
important, administrators and decision makers have failed to 
develop a forward-looking attitude which not only responds 
to research, but also demands it. 
Since education deals with human resources, it is an 
essential component in the area of national development. In 
order to make education relevant, efficient and effective, 
there is a need for a constant flow of ideas from 
researchers to policymakers and vice versa. In Guinea- 
Bissau, this flow of ideas has not existed at the level that 
it should. 
This has partly been due to the absence of a clear-cut 
policy on the role of educational research, which is needed 
in much the same way as the research policy that exists in 
agriculture and health. This need for educational research 
policy arises from the fact that Guinea-Bissau is going 
through a period of intense cultural and technological 
change. Tontent and the methodology of education will have 
to be revolutionized in order to achieve harmonious 
political and economic development. What is more, attention 
should be given to manpower needs and this calls for planned 
research in education. Wecause without a satisfactory flow 
of manpower with the appropriate knowledge and skills, the 
country's aspirations for socio-economic development will 
not be met. 
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Reform Objectives 
In light of the research findings on the relevance and 
efficiency of Guinea-Bissau Primary School education, and 
the major targets of the Ministry of Education's First 
Development Plan (1982-1986), let us now turn to the goals 
and objectives of Guinea-Bissau’s education. No effort will 
be made here to discuss all objectives, but rather those 
aimed at solving some of the issues and problems that have 
been raised in this research. As Weiler (1978), Combs 
(1988), and Dube (1975) have pointed out, if developing 
countries really want to formulate agendas for educational 
planning or reform, they must delimit the concept of 
education and its purpose. 
It has been 16 years since Guinea-Bissau became 
independent. As discussed in Chapter IV, the country's 
educational system can be considered to be in a state of 
crisis brought about by the rapid expansion of the 
educational system. Problems in the educational system 
include: irregular school attendance, high drop out and 
repetition rates, widespread relapse into illiteracy, severe 
regional imbalances in the progress of universalization of 
primary education, lower rates of school attendance and 
completion for girls, poorly trained and poorly paid 
teachers, badly constructed and badly equipped schools, and 
widespread unemployment among certified school graduates. 
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The Reform package could encompass two major categories 
of goals and objectives for Guinea-Bissau education. The 
first are the general goals emanating from the nature of 
Guinea-Bissau society, and the process of education. The 
second category of aims are those which derive from the 
needs of Guinea-Bissau. These needs can be categorized as 
follows: (Akrima Kogoe, 1985): 
Education for Unity and Citizenship 
Guinea-Bissau, being composed of many ethnic groups has 
a pressing need to develop through its educational system a 
sense of nationality among its population. An allegiance of 
the entire country is needed that goes beyond the family, 
the tribe, or the particular section of the country in which 
the individual happens to be living. Coupled with this, 
there is a need for a civic sense which acquaints Guineans 
with their rights and privileges, and with their 
responsibilities and duties toward the country. Education 
should also be instrumental in the introduction of a common 
native language among all citizens in order to bring about, 
promote, and enhance national unity. 
Education for Development 
This means the training of a literate and 
skilled labor force; thus enabling the resources of the 
country to be properly exploited, agricultural and 
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industrial production to be increased, and in general, the 
standard of living of the people to be raised. 
Education for Self-Reliance 
Education should be aimed at bringing the national 
economy under local control, and reducing the dependence on 
foreign aid. 
Education for All and for Democracy 
This involves providing equal educational opportunities 
for all and giving each person a voice in their own affairs, 
as well as the chance to participate directly or through 
representitives in decisions affecting their lives, if 
democracy is to work, people must have sufficient education 
to make wise decisions. 
Thus, the proposed reform package places emphasis on 
non-formal education, vocations, technical, compulsory 
school attendance, pre-schooling, continuing education, and 
a curricula developed from local needs. Included are: a) 
the professional training of an adequate number of teachers, 
b) the publishing of a sufficient number of textbooks 
appropriate to the goals of the new curricula, c) the 
involvement of parents in the education process, d) the use 
of the local community as a learning environment, e) the 
integration of native languages and cultural values into the 
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school curricula, and f) the use of experimental teaching 
and learning techniques. 
Specific Recommendations 
Recommendations made in this study are primarily based 
on the findings of the research study on the relevance of 
primary school education in Guinea-Bissau, and on factors 
pertaining to educational reform and language policy 
identified in the review of the literature. Although unique 
characteristics may prevail in Guinea-Bissau, the ideas 
generated and recommendations made in this study may also 
race relevance to other parts of the world. 
The research indicated that Guinea-Bissau's educational 
system was rooted in colonialism and that the incrementalist 
policy after independence has contributed to the creation of 
a dysfunctional, alien and inefficient educational system. 
Changes in Guinea-Bissau's education since independence in 
1974 has been impressive in scale, however, they have been 
largely confined to a linear expansion and minor adjustments 
rather than structural reform of the inherited system. 
Curriculum 
Guinea-Bissau's educational problems should be tackled 
by an approach which deals with all the diversified aspects 
of its environment and society. An approach is needed which 
instills self-pride and positive identity in every 
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individual, an approach that would also bring about 
creativity and promote a positive socio-economic 
development. Because of its historical perspective, a 
multicultural approach seems to be an appropriate one. This 
approach has been defined (Suzuki, 1984) as a 
multidisciplinary education program that provides multiple 
learning environments matching the academic, social and 
^■■^Quistic needs of students. These needs may vary widely 
due to differences in the race, sex, ethnicity or 
sociolinguistic backgrounds of the students. In addition to 
enhancing the development of their basic skills, the program 
should help students develop a better understanding of their 
own backgrounds and of other groups that comprise our 
society. Through this process, students learn to respect 
and appreciate cultural diversity, overcome ethnocentric and 
prejudicial attitudes, and understand the socio-historical, 
economic, and psychological factors that have produced the 
contemporary conditions of ethnic polarization, inequality 
and alienation. 
A multicultural approach should also help foster the 
student's ability to analyze critically and make intelligent 
decisions about real-life problems and issues through a 
process of democratic, dialogical inquiry. This approach 
would also help students conceptualize a vision of a better 
society and acquire the necessary knowledge, understanding 
and skills to help move the society towards greater equality 
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and freedom. The approach would also lead to the 
eradication of degrading poverty and dehumanizing dependency 
and the development of a meaningful identity for all people. 
The guidelines on how to manifest this conceptual 
framework should be expressed in the curriculum. The 
curriculum model designed by the European (Portugese) for 
Guinea-Bissau did not favor the promotion of her history nor 
her customs, as was discussed earlier. There was an 
assumption that the reinforcement of African traditional 
customs and beliefs would add to the complexities in 
controlling the Africans. Therefore, Guinea-Bissau's 
cultural values, as expressed by its oral traditions, 
folklore and language were ignored. 
This policy was clearly a means to achieve the colonial 
government goal which was to maintain control over Guinea- 
Bissau by suppressing her potential of communication and 
unity. As a result, where integration is needed today, it 
has been difficult due to the beliefs and fears which were 
fostered when as the society existed in a segregated form. 
After independence, a number of factors prevented the 
effective integration of African cultural values in the 
educational system. Among these are the continuing and 
extensive expatriate presence among teaching staff and 
cabinet positions as technical advisors. The extreme 
difficulties in breaking away from any inherited model and 
the need to cater to a highly diverse student population is 
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made all the more difficult. However, as national patterns 
emerge out of interaction between the traditional system and 
the western influences, the task of the school as an agent 
of cultural transmission and development should become 
progressively easier. 
Programs should be fashioned so as to bring the 
contents of education closer to the socio-cultural reality 
of the country. It should be organically linked to 
production activities and practices. This means that 
schools should have a community development orientation, and 
a curriculum that deals with community problems. Beyond the 
long-term hope for a higher level of social participation in 
school life, a community-oriented curriculum has other 
advantages. It is likely that children will do better if 
the school curriculum is linked to their experience. In 
addition, when parents realize that their children's 
education is in concert with their values and problems, they 
will more readily give their support to the schools. 
(Ashcroft, 1975). 
The skills to be imparted at school should be 
determined by the deficiencies manifested in the community, 
while at the same time reviving some of the viable 
indigenous skills. Therefore, what is needed is a 
curriculum design which could validate, reinforce and 
cultivate cultural identity in order for the student to 
function in the society as a productive member. 
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An innovation, to be successful, 
requires, among other things, a 
supporting social structure onto which 
it can be grafted. This simply means 
that in all societies, traditional 
institutions have recognized roles; if 
new forms can be integrated or 
associated with these traditional roles, 
they have a greater chance of being 
accepted than if there is nothing to tie 
to. (Foster, 1965, p. 162) 
It is imperative that schools cease to give the impression 
that knowledge of reading, writing and arithmetic is more 
important than manual work. This approach to curriculum 
design is expected to foster a balanced educational policy 
ensuring an education for both the broad masses and the 
leaders of the future. 
Media of Instruction 
The content and spirit of such a curriculum design can 
be effectively imparted only through a language that is part 
of the daily practice (to use Freire's expression), of the 
students. Language plays a big part in the psychology of 
learning. This explains why Portugese as a medium of 
instruction has failed to actualize the educational 
objectives of Guinea-Bissau. 
On these grounds, and based on the preceeding 
discussions regarding the prevailing trends in language 
policy (both in Africa and elsewhere), I propose the 
introduction of indigenous languages of instruction in the 
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Guinea-Bissau educational system, in consonance with the 
postulates and criteria of the multidisciplinary approach to 
language choice, Creolo is one of the languages that meets 
most of the requirements. Defined by Paolo Freire as a 
linguistic creation that combines African languages and 
Portugese, Creolo is one of the very few national languages 
known widely enough to serve a major mobilizing and 
communication role. The political value of Creolo is 
enhanced by its not being closely identified or associated 
with any single ethnic group. As a matter of fact, Creolo: 
1) has lingua franca status in Guinea-Bissau; it is 
spoken by 45 to 55 percent of the total population, 
and it is also the commercial language; 
2) It is one of the languages used by public 
authorities in public and political gatherings; 
3) It has already been used in literacy programs with 
very encouraging results; 
4) It is also the language of the Cape Verde Islands 
(a former Portugese colony), indeed, one should add 
that it was one of the strongest ideological bonds 
that brought the peoples of Guinea-Bissau and the 
Cape Verde Islands together in the fight against 
Portugese colonialism. 
5) Creolo is also spoken in the southern part of 
Senegal and parts of Guinea-Conakry (Popular 
Republic of Guinea). 
Consequently, Creolo has the potential of becoming in 
the long run a language of national unity. Due to its 
historical development, Creolo is a language that has little 
bits and pieces of every culture and ethnic group built into 
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it and may stand a better chance of being accepted. 
Educators and political leaders must recognize that language 
is inevitably one of the major preoccupations of a society 
while liberating itself from colonialism and refusing to be 
drawn into neo-colonialism searches for its own re-creation 
(Freire and Macedo, 1987): 
"In the struggle to recreate a society, 
the reconquest by the people of their 
own world becomes a fundamental factor." 
(Freire and Macedo, 1987, p. 151) 
The argument here is for a rigorous and rational approach to 
policymaking with the starting point in the structure and 
needs of Guinea-Bissau's society and its internal and 
international relationships. 
The leaders of Guinea-Bissau in concert with educators 
and researchers should take a stand. It is necessary, in 
fact, to come to a consensus as to what language policy 
would be best for the country and what must be done to 
implement it. As mentioned earlier, planning done at a 
centralized level may face resistance due to the lack of 
insights and sensitivity to the attitudes of the people. It 
might be best for policymakers to develop language policy 
within a national framework, with the support and 
coordination of the regional committees and village 
councils. 
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Once long-term policies are set, the government must 
consider the obstacles to these policies and make plans for 
overcoming them. 
The language policy proposed would include: 
* The teaching of all subjects in the national 
language from literacy campaigns throughout the pre¬ 
university and later on, at the university level; 
The teaching of national languages as compulsory 
subjects from secondary school onwards; 
* The introduction of the relevant international 
language as a compulsory subject after the 4th grade 
onwards. 
Given the fact that English, French and Portugese are: a) 
among the most widely used international languages of trade 
and diplomacy, science and education, b) that they have 
established themselves in Africa as the languages of the 
elite and therefore of upward mobility; and c) that they 
have a long history of written literature a policy that 
would advocate their simple elimination from the educational 
system in any African state would be not only unrealistic 
but also doomed to failure (Bokamba, 1976). It is hereby 
proposed: 
* The temporary teaching of sciences and mathematics 
in international language at the secondary school 
level until adequate teaching materials have been 
developed in a national language; 
* The mandatory teaching of a second indigenous lingua 
franca to each student at the secondary level coupled 
by the teaching of a second international language of 
the student's choice. 
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At the University level, it has proved difficult in practice 
to displace the world language from the role of a medium of 
instruction (experience of countries such as Tanzania, 
Zaire). This difficulty may be ascribed to the initial 
problems of equipping indigenous national languages with the 
linguistic resources to serve effectively as the media of 
advanced studies. The second contributing factor is the 
world-wide dominance of world languages, particularly 
English, in published academic writing. Thirdly, there is 
the danger of isolation from a wider academic community as 
well as matters of staffing (Noss, 1967). The medium of 
instruction at this level might be bilingual, that is, use 
of both the official national language and an international 
language. 
Management and Administration 
The success or failure of a reform program may largely 
depend on the quality and quantity of the teaching staff, 
and on the competency and suitability of educational 
administration (Altbach, 1983). Before an Institution 
begins to shape a strategy for itself, it should be sure 
that it is well managed. (Keller, G., 1983). 
The Ministry of Education, as part of the reform 
package, should develop professional education for school 
executives with an emphasis on those subjects and content 
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areas which deal with the theory and practice of planning, 
management, evaluation, iniservice development for teachers 
and morale building, it is also important to include the 
knowledge of decision-making and communication processes and 
an understanding of the principles of leadership. 
Insufficient trained personnel for national education 
and the need to raise the level of participation and 
qualification of those already in this sector makes the 
training of cadres for national education one of the major 
priorities. Educational managers are "agents of change" and 
unless they perform their roles effectively, educational 
development may slow down and may not properly integrate 
with other development goals in the country (Udai Parek and 
Rao, 1981). For however well conceived, plans do not yield 
results unless they are exerted methodically and this, I 
think, requires some expertise in the field. 
According to Bude (1985), one of the major reasons for 
the failure of many attempts at curriculum change and 
implementation in the developing world is that teachers have 
been unable to use the teaching materials or the teaching 
approaches and techniques suggested in the new syllabus or 
program because their general educational background is 
inadequate or because they have had little or no training. 
To expect teachers to respond to all these demands with the 
help of only a general scheme of work and an occasional 
seminar or workshop is to expect miracles. 
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"Changes in the educational system can 
find expression in school practices only 
if the teacher is able and motivated to 
introduce them." (Bude, 1985, p. 240) 
Given the continued deterioration of educational standards 
in Guinea-Bissau, the issue is not confined to raising the 
quality of teachers alone, for without basic input, 
particularly textbooks and instructional materials, almost 
no learning occurs. A review of possible measures for 
improving the quality of primary education leads to three 
broad conclusions: a) provision of instructional materials, 
particularly textbooks; b) teacher's guides and other 
materials designed to assist underqualified teachers in 
organizing classroom activities; and c) school feeding and 
health programs to combat malnutrition and illness which 
interfere with the child's ability to learn. 
The importance of textbooks was again stressed by 
Altbach (1983) who stated that when the educational and 
professional qualifications of teachers are not high, good 
textbooks and instructional materials can help overcome some 
of their deficiencies. Textbooks are an integral part, he 
argues, of the educational enterprise, and are especially 
important in the third world because of variations in the 
quality and training of teachers, regional differences, and 
a lack of clearly understood educational approaches. 
at the heart of schooling." (Heyneman et al. 
"Textbooks are 
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1978). in their study of the relationship between students' 
achievement and textbook supply, Heyneman et al concluded 
that the availability of books appears to be the single most 
consistently positive school factor in predicting academic 
achievement. 
Improvements in the management and administration 
system could be approached through training. It is not an 
easy task, especially if we take into account that every 
administrator, be he/she a teacher or a school inspector, 
does some planning, organizing, assembling resources and 
supervision. Knowing the magnitude of the enterprise that 
must be accomplished in order may take to satisfy the 
managerial needs of Guinea-Bissau's educational system, 
careful preparation will be required on the part of the 
Ministry of Education. 
Educational management has four main components (G. 
Keller, 1983): 
* Administration: o see that things are done right; 
* Management: to see that the right things are done; 
* Leadership: to provide visions and working 
objectives that motivated others to perform beyond 
the ordinary; 
* Governance: a mechanism to ensure prompt 
deliberations and provide a linkage between academic 
issues, finance and long-range plans. 
According to Raymond Lyons (1965), among other things, 
successful personnel training depends on: 
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* The flexibility the Institution has in defining or 
redefining the objectives and setting of tasks; 
* The organizational structure; 
* The availability of the infrastructural facilities 
and other resources; 
* The leadership and managerial qualities of the head 
of the Institution. 
He goes on to say that after taking the above aspects into 
consideration, we may proceed with the identification of the 
various functions performed by administrative personnel. 
They are: 
1. Those concerned with organizing the improvement of the 
contents and methods of education, including: Inspection, 
supervision of curriculum reform, teacher training, etc. 
Thus, those whose task requires a superior understanding of 
the professional matters involved; 
2. Those concerned with ensuring the laws and directives 
for the day-to-day running of the educational system are 
prepared and carried out. These people require knowledge of 
the educational system and ability to analyze a problem 
reach conclusions and organizing ability; 
3. Those concerned with specialized technical matters such 
as accountant, statisticians, planning personnel, requiring 
a thorough professional grounding in their subject. 
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By analyzing the functions and the gaps associated with 
the performance, appropriate solutions for improving 
educational management other than training may be 
identified. Depending on the nature of the problem, 
training may or may not be the solution. Raymond Lyons 
(1965) argues that in some cases, it may be simpler and more 
effective to change or redefine the nature of a specific 
task which is causing performance problems than to train 
those responsible for executing this task. On the other 
hand, if training is recognized as one of the solutions, an 
analysis of job performance may be useful in suggesting 
training needs. 
The most likely outcome of such an evaluation of job 
performance in Guinea-Bissau is that we may find out that we 
are dealing with a very heterogenous group with different 
working conditions, methods, levels of experience and socio¬ 
cultural background. Training of managerial and 
administrative personnel is definitely needed. I do not 
pretend that personnel training will solve all the 
management problems of the Ministry of Education. However, 
personnel training, if accompanied by the appropriate 
changes in attitudes and perception and changes in the 
decision-making process, can facilitate and make the 
rendering of educational services more effective. 
231 
Decision-Making Process 
In Guinea-Bissau, major planning and administrative 
functions are centralized while limited functions are left 
to regional and sectional planning machineries. This may be 
so because there is a concentration of more qualified 
personnel at the central level; however, this also renders 
decision-making a very slow and tedious process. Training, 
as it raises capabilities, will allow some decentralization 
of decision-making. As a matter of fact, there is a 
provision for some decentralization in the First National 
Development Plan for Education, when it was asserted "The 
development of administrative structures, including the 
reinforcement of coordination activities between the Central 
level and all different levels will require some 
decentralization". This decentralization should lead to a 
better definition of duties of educational officers in the 
region and better clarification on the type of 
administrative structure required in these areas of the 
country. 
Clearly, we can see in the above statement that there is 
a movement towards regionalization of educational 
administration. Decentralization will enable the 
Educational Institution to: 
1) Design and apply different educational strategies and 
plans in accordance with the realities and requirements of 
the socio-economic development of the various regions; 
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2) Meet more adequately the educational needs of the rural 
areas by incorporating educational programs with other 
actions aimed at raising the standard of living of rural 
communities; 
3) Ensure more active participation of the community in the 
general development of educational effort; 
To these three advantages of decentralization and/or 
reorganization, one might include a fourth one: 
4) It will allow a better coordination and revision of the 
school year with economic and cultural activities of the 
region and thus it may facilitate in the regionalization of 
the school calendar. 
However, before embarking on decentralized measures, 
Renon (1977) added, one should be aware of the dysfunctions 
and inadequacies which often follow it. Thus, 
decentralization cannot be taken in isolation, it must be 
preceded by a detailed study of the structure and 
functioning of educational administration. Decentralization 
should also be accompanied by a reinforcement of the 
organization and operation of the auxiliary systems, 
especially the planning system. Without a strong regional 
coordinating authority, decentralization will tend to widen 
the gap between the two levels, since decision-making would 
be further removed from the Central level, and this may 
result in worse administrative congestion. On the other 
hand, if a regionalized structure and mechanism have to be 
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established, they should be staffed by qualified personnel 
who would assume the managing and planning responsibilities 
assigned to them. This would make decentralization an 
effective process that is able to meet the objectives which 
motivated it. Decentralization per se, as Renon contends, 
is not an effective way of improving the functioning of an 
educational system. It can be a very hazardous course to 
take and one of somewhat limited effect if approached in the 
wrong way. (Renon, 1977). 
Decentralization should be regarded more as a 
consequence than as a cause of a more efficient functioning 
of educational administration. These ambiguities, he 
concluded, do not deny the need for decentralization, they 
are simply warnings that one should take into account in 
order to bring about decentralization in a more effective 
way. 
Implementation 
According to Ferguson, while appropriate and informed 
policies are important, careful and detailed implementation 
is indispensible. Indeed, ineffective or incompetent 
implementation of a policy may obscure the basics for an 
adequate evaluation of that policy. He suggests that the 
implementation phase be approached from a standpoint of 
curriculum innovation. The speed of introduction and 
implementation of an indigenous language of instruction will 
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depend on factors such as: a) the availability of the 
requisite educational resources (in terms of the state of 
development of the national language), b) the availability 
of textbooks and learning materials, and c) the language 
proficiency, training, and experience of the teaching force. 
The groundwork involved in the implementation of a 
national language as media of instruction will include the 
following provisions: 
* The training of teachers in the national languages; 
* The design of new textbooks or updating of existinq 
ones; 
* The phasing out of Portugese as the language of mass 
media (radio, newspapers, TV). 
* The introduction of the official national language in 
all areas of the public sector and political 
gatherings. 
* A persuasion campaign among the population concerning 
the usefulness of this policy; 
* The creation of a national organization for language 
planning that will monitor the implementation of the 
policy and evaluate the linguistic problems that may 
arise. 
(Bissimwa, 1985) 
In Guinea-Bissau, the Institute for Scientific Research, or 
National Institute of Educational Development are the most 
suitable candidates. 
While I recognize the difficulties inherent in the task 
of language planning, and especially in replacing the 
present European language in education> I estimate these 
235 
difficulties to be no more insurmountable than the struggle 
for political freedom. The issue of national reconstruction 
in general, and that of the media of instruction in 
particular, deserves the same degree of commitment if 
Guinea-Bissau is to liberate itself from cultural 
imperialism and shape its own destiny. 
Conclusion 
There are differing perspectives and much dispute in 
Guinea-Bissau about the various paths to development, but 
there is little disagreement that education is a necessary 
component of a modern, economically developed society. 
Education is a fundamental source of prosperity, 
international influence, and competitiveness. Educational 
strength is an important national issue, more than just a 
matter of political propaganda. Even without comment on the 
relative strengths and weaknesses of education in the USA, 
USSR, and Japan, it is safe to say that the salience of 
these nations in world affairs today is in many ways due to 
the general access to and the high quality of education that 
the citizens of these countries enjoy. 
Less than 40 years ago, Japan had a chaotic and ruined 
economy. Today, her economic strength is rivaled only by 
the US. Of course, there are many other factors 
contributing to this rise, but a primary one has to be a 
strong emphasis on literacy, modern science and technology 
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education. Economics aside, the kind of free, democratic 
and pluralistic society Guinea-Bissau wants to build, is 
maintained not just by constitutional guarantees, but by an 
educated mass which not only demands its rights, but is able 
to utilize them. Thomas Jefferson's famous quote 
illustrates this point (Cobern, Junaid, Mall, 1985): 
"The surest safeguard of democracy is an 
enlightened citizenry" (p. 4) 
Guinea-Bissau stands at the crossroad of basic policy 
choices (World Bank, 1987). These policies must be based on 
our present position both internally and externally and 
focuses on changing education into a system that is more in 
tune with our aspirations. To the farmers, educational 
changes that do not recognize their special interest in the 
land could not conceivably receive cooperation from them. 
To the urban elite, an educational development plan that did 
not reinforce their newly acquired positions would not be 
vindicated by the new political and economic ethic of 
equality propagated by the post-colonial government. Thus, 
the new educational system has to include value goals that 
are traditional as well as value goals that are required by 
modernization. This represents a compromise between 
tradition and modernization. 
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FIGURE A1 GUINEA-BISSAU ADMINISTRATIVE DIVISIONS 
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FIGURE Bl: GUINEA-BISSAU ETHNIC AND LANGUAGE DISTRIBUTION 
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FIGURE Cl: PERCENTAGE OF CREOLO SPEAKERS VERSUS PORTUGESE 
" SPEAKERS BY REGION 
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TABLE 8: DEGREE OF MULTILINGUALISM IN GUINEA-BISSAU 
Un8Ua8e SAB B«f. Biora. Bol. Quin. Cach. 
Speaking Only 1 Language 
Total 
Portugese 
Creolo 
Balanta 
Beafada 
Bijago 
Felupe 
Fula 
Mancanha 
Mandlnga 
Manjaco 
Nalu 
Papel 
Other Nationa Language 
Unknown 
Speaking 2 Languages 
Portugese & Creolo 
Portugese & Other National Language 
Portugese & Other Unknown Language 
Gabu Oio Tomb. Total 
27.531 78.472 26.578 6,424 18.487 74,072 79.703 89.838 28.738 429,843 
159 7 3 2 2 5 
19,857 2,738 1,804 1,578 1,091 3,115 
3.166 4,767 5,209 102 11,057 18,624 
184 277 
23 12 
35 26 
448 53,103 
445 68 
544 14.644 
307 1,167 
23 7 
1.730 128 19,063 
285 1,497 64 
4 217 4,198 
11 4,107 139 
6 
37 
166 
67 
36 
1 
80 
22 
38 
225 
12 
136 
1 
11 18 8 215 
487 2,193 759 33,622 
386 52,064 19,358 114,733 
59 91 196 864 6,090 
35 8 15 193 4,543 
11 8,682 13 47 16 8,836 
471 403 68,235 4,404 3,858 130,997 
100 1,483 48 149 57 2,751 
367 2,877 9,050 26,589 236 54,386 
252 35,180 245 1,117 547 38,987 
7 8 2 10 925 984 
402 340 34 122 247 21,786 
379 3,239 1,053 2,887 1,661 11,087 
315 31 11 22 40 27 9 466 
55,736 26,521 26,00814,882 13,600 39,028 15,724 30,024 18,178 239,701 
12,160 1,060 280 1,025 235 1,222 327 988 
49 23 4 8 4 81 
91 2 2 6 1 - 
22 26 
290 17,587 
13 230 
2 104 
Cre0iin|u2^eh5?^?8?L) A2’813 22*232 25,62013,789 13,037 33,708 11,027 26,119 16,665 205,010 
Creolo & Ocher Unknown Language 317 17 6 26 45 36 15 16 6 484 
Two National Languages 232 3,002 95 9 266 3,055 4 ,059 2,737 1 .166 14,621 
One National (Excluding 
Portugese or Creolo) 36 174 1 5 3 913 263 127 34 1,556 
Two Unknown Languages 38 11 - 14 9 13 11 11 2 109 
Speaking 3 Languages 21,671 11,290 4,816 4,566 4,105 16,920 8,049 14,622 8,700 94,739 
Portugese & Two Other Languages 
Creolo & Two Other Languages.TExcept Portugese) r 
17,985 5,730 3,549 3,856 1,976 12,452 4,397 9,964 3,423 63,332 
3,663 5,405 1,267 709 2,119 4,322 3,131 4,536 5,139 30,291 
Three.Other National Languages 15 152 - - 9 144 517 121 137 1,095 
Three Unknown Languages 8 3 - 1 1 2 4 1 1 21 
Speaking 4 Or More 
Languages 7,200 2,948 571 720 1,229 3,254 2,424 2,726 3,388 24,460 
Invalids 2 3 - 2 338 3 11 17 5 381 
Total Individuals 112,140 119,234 57,973 26,594 37,759133,277 105,911137,227 59,009 789,124 
Source: Guinea-Bissau Population Census (April, 1979 , p. 153) 
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Dear Colleague, 
Thank you for your interest in and willingness to 
participate in my research study. I also appreciate your 
useful suggestions regarding the procedures for the 
interview. 
I am requesting your permission to audio-tape the 
conversations during the interview; this will allow me to 
capture all of your ideas and perceptions. Please find 
enclosed a list of questions focusing on my areas of 
interest for this interview. in addition, any written 
material you can offer me in support of your ideas on these 
topic areas will be greatly appreciated. 
I am convinced that your skills and experiences will be 
instrumental to my present quest to know more about 
effective approaches to improving the educational system in 
Guinea-Bissau. If there are any further suggestions that 
you wish to offer, please contact me with this phone: 
413/549-4153 . 
Once more, thank you for your help. 
Yours faithfully. 
Julieta Mendes Pereira 
/Enclosure 
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Interview Guide 
1. Please describe current and pending World Bank 
education projects within Guinea-Bissau. 
2. What is the World Bank's future education agenda 
for Guinea-Bisau? 
3. What do you see as the major problems facing 
primary school education in Guinea-Bissau? 
4. Several factors have been proposed to explain the 
low promotion rate in primary school (e.g., the 
school calendar, the language of instruction, the 
curriculum, etc.). What do you think is the major 
cause of the high school drop-out rate, in primary 
school? 
5. Coordination of the school year with the busy 
periods of agriculture and cultural activities is 
one of the major issues in the Ministry of 
Education. In your opinion, how might this issue be 
resolved? 
6. The Ministry of Education is considering a major 
reform of the school system in terms of its 
structure, administration, and management. Is there 
any particular issue that you think should be 
addressed as part of this reform? 
7. What is your opinion on the government's objective 
of a universal primary education by the year 2000? 
8. Can you think of any additional information that 
would be important to be aware of as Director of 
Educational Planning for Guinea-Bissau? 
appendix h 
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Dear Colleague, 
Thank you for your interest in and willingness to 
participate in my research study. The purpose of this 
study is to get information about your perceptions on the 
relevance of Primary School Education in Guinea-Bissau. I 
am convinced that your ideas and experiences will be 
helpful to the educational reforms envisioned by the 
Ministry of Education. 
Attached is a survey questionnaire on the efficiency 
and relevance of the Primary School System. This survey 
will enable me to gather preliminary data that will assist 
me when I return ti my position as educational planner in 
the Ministry of Education. 
For your convenience, enclosed please find a self- 
addressed stamped envelope. 
Thank you for your time! 
If you have any questions or need additional 
information, please contact me with this phone: 413/549- 
4153. 
Once more, thank you for your help. 
Yours Faithfully, 
Julieta Mendes Pereira 
/Attachment 
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SURVEY ON THE 
PRIMARY SCHOOL 
EFFICIENCY AND RELEVANCE OF 
EDUCATION IN GUINEA-BISSAU 
1. 
the 
Which of the following langu 
medium of instruction? ages do you think should be[450al. 
a. Portugese 
b. Mandenga 
c. Balanta 
d. Creolo 
e. Fula 
f. Pepel 
g. Manj aco 
h. Mancanhe 
i. other (please explain) 
2. 
the 
How does the present Primary School system compare 
Colonial Primary school system? (please circle one) 
a. very different 
b. different 
c. not different at all (please explain) 
3. For each statement below, please indicate the extent to 
which you agree or disagree. There are 5 possible answers - 
- Strongly Agree (S A); Agree (A); Neutral (N); Disagree 
(D); Strongly Disagree (SD). Please circle one and indicate 
why you feel this way. 
a. Admission age to Primary School should remain at age 7. 
SA A N D SD 
Please Explain: 
b. I am concerned about the conflict between the Primary 
School calendar and the cultural holidays. 
SA A N D SD 
Please Explain: 
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c. The policy of compulsory and free Primary Education 
should be enforced. 
SA A N D SD 
Please Explain: 
d. The present evaluation procedure (final exam at the end 
of each year) is the best way to ensure the quality of 
Primary School Education. 
SA A N D SD 
Please Explain: 
e. The Primary School year should be 7 months instead of 9 
as is currently the case. 
SA A N D SD 
Please Explain: 
f. In most cases. Primary School leavers easily find a job. 
SA A N D SD 
Please Explain: 
g. The main reason that kids drop out from Primary Schools 
is that the curriculum is difficult for their age. 
SA A N D SD 
Please Explain: 
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5. Beside each characteristic of the Primary School system, 
place an "X" under the column which indicates the degree to 
which you feel it is appropriate to the national context. 
There are three possible responses: 
Very Appropriate (VAPP); Appropriate (APP); and 
Inappropriate (INAPP) 
VAPP APP INAPP 
a. Curriculum Content 
b. Organization of the school day 
c. Free Primary School education 
(no school fees) 
d. The present organization in two levels 
(4 & 2) 
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Who Should Participate in Decision Making? 
This question concerns the identification of individuals or 
groups you feel should participate in various types of 
decision-making. Beside each decision, place an "X" under 
all the columns corresponding to the individuals or groups 
you identified. 
School Council 
Decision Parents Board Teachers Community Ministers 
Employers 
School 
Calendar 
Curriculum 
Content 
Language 
of 
Instruction 
Class 
Periods 
Need for a 
New School 
Educational 
Policy 
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1. What are your suggestions for improving community 
participation in the running of Primary School? 
2. Coordination of the school year with the busy period of 
agriculture and cultural activities is one of the major 
issues in the Ministry of Education. In your opinion, how 
might this issue be resolved? 
3. Have you or a member of your family every been involved 
in Primary School Activities? Please explain. 
1. What is your sex? 
a. Male 
b. Female 
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2. What is your age? 
a. 19-24 
b. 25-30 
c. 31-36 
d. 37-over 
3. What is your present status? 
a. single 
b. married 
4. How many national languages are you fluent in? 
5. What is your major area of study? 
Finally, I would appreciate if you could use this space to 
add any additional comments you would like to make about the 
Primary School system in Guinea-Bissau. 
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